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Abstract
The foundation for the present study was based on the No Child Left Behind Act
(NCLB, 2001), Individuals with Disabilities Education Improvement Act (IDEA) 2004,
and Florida Response to Intervention (RTI) (Florida RTI, 2009). In line with the NCLB
Act, Florida requires students to pass the reading portion of the Florida Comprehensive
Assessment Test (FCAT) on grade level in order to graduate (FL-DOE, 2001). In
alignment with the RTI framework, READ 180 is presently being implemented as a Tier
2 intervention with adolescent struggling readers across the nation. The methodology for
this research was a retrospective research design, with the use of multiple regression and
logistic regression models which are consistent with the purpose. Neither of the analyses
indicated a significant relationship between READ 180 and the attainment of the
minimum yearly gain on the developmental scale score (DSS) of the reading portion of
the FCAT. The data analyses supported previous research results indicating that students
who are identified as White, from non-low SES families, and not identified with a
disability, have more academic success. The results indicated that the regular classroom
with reading strategies instruction was just as effective for promoting reading
achievement as the separate classroom with specific reading instruction. Because students
who participated in the intensive reading intervention forfeit the opportunity to
participate in other courses, policy makers and educators need to weigh carefully the
costs and benefits of such programs.

x

Chapter 1 - Introduction
The foundation for the present study was based on the No Child Left Behind Act
(NCLB, 2001), Individuals with Disabilities Education Improvement Act (IDEA) 2004,
and Florida Response to Intervention (RTI) (Florida RTI, 2009). In line with the NCLB
Act, Florida requires students to pass the reading portion of the Florida Comprehensive
Assessment Test (FCAT) on grade level in order to graduate (FL-DOE, 2001). The
FCAT (2010) was created based on Florida’s Sunshine State Standards (SSS) to assess
students and to comply with the federal No Child Left Behind Act (NCLB). IDEA
requires students to receive appropriate interventions when they are not on grade level.
RTI was adopted to provide interventions to prevent students from failing. Students
who do not respond to interventions are considered for more intensive special education
interventions. This case study used Duval County Public Schools (DCPS) archival data
to analyze the effects of a double-block of reading instruction using the READ 180
program for students who score lower than grade level (Level 2) on the FCAT. An
analysis of the data was used to determine if this type of intervention is effective.
Previous studies (e.g. Horner & Shwery, 2002; Rosenshine, Meister, & Chapman,
1996) have found that extended and explicit, differentiated instruction time is the key to
improving achievement of struggling readers. Further, adolescent struggling readers are
less likely to attain a proficient level of academic achievement on the FCAT and
graduate with a standard diploma (Borg, Plumlee, & Stranahan, 2007). Background

information in the next section explains how Florida’s policies intended to improve
outcomes of education have evolved over the last few years. The sections after the
background information include the problem and purpose statements and research
questions, followed by the importance of this study and definition of terms. The
conclusion provides an overview of the remaining chapters.
Background Information
Education policies are purposed to improve educational practices for educators and
outcomes for students. The Elementary and Secondary Education Act (ESEA) of 1965
was reauthorized in US Public Law 107-110 as the NCLB Act of 2001. One of the
components of the NCLB Act is the Adequate Yearly Progress (AYP) requirement
which tracks trends in the yearly achievement growth of students and schools. For
schools to meet AYP targets in each subgroup, they must test at least 95% of their
students in every subgroup, including each race/ethnicity, various levels of SES,
students with disabilities, and limited English proficient students. These students must
make adequate gains in reading and math, which could mean an increase of one or more
achievement levels, or maintain proficiency in Levels 3, 4, or 5, or demonstrate an
increase of more than one year’s growth as determined by the developmental scale
score.
FCAT (FL-DOE, 2010a) scores are interpreted based on five ordinal achievement
levels. Level 5 is the highest level. When a student attains a Level 5, he or she, is
considered to have mastered the Sunshine State Standards (SSS) for the given subject at
the specific grade level. Students who attain a Level 4 have mastered most of the SSS.
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Students who attain a Level 3 have mastered some of the SSS. Students who attain a
Level 2 have limited success with the SSS. Students who achieve a Level 1 have not had
much success with the SSS. The state requires that students at Level 1 and 2 receive
remedial instruction in intensive reading and math courses.
According to NCLB guidelines, schools and districts review their progress yearly,
and any Title I schools that fail to make AYP for two consecutive years are then
identified as in need of improvement. School districts are constantly seeking
instructional tools to help their students make AYP. Schools that do not make AYP for
enough students as a whole or in any subgroup are required to provide the necessary
tools for their students to become successful, which might include tutoring or afterschool assistance. Students from low SES families are more often than any other
students who to be identified as students with disabilities (O’Connor & Fernandez,
2006), and it is often these students who are most in need of the extra accommodations
identified in NCLB. According to Swanson (2008), students with disabilities are the
bulk of the 32% of the nation’s students who do not graduate with a regular diploma.
Hence, schools serving large numbers of students from low SES families and students
with disabilities have many challenges in meeting AYP.
With the inception of NCLB and the FCAT, the Florida Department of Education
initiated a K-12 reading program entitled Just Read, Florida (2009). The goal of the Just
Read, Florida is to ensure that all children read on grade level or higher by the year 2012.
District reading programs are required to dedicate 90 minutes per day to reading
instruction. Further, students in middle and high schools must receive intensive
3

interventions if they score a Level 1 or 2 on the FCAT. Just Read, Florida also requires
school district personnel to provide professional development, high quality teachers, ongoing progress monitoring, and the needed resources to ensure attainment of the goal.
A time-line of Just Read, Florida, since its beginning in 2001, explains its
development (Just Read, Florida, 2010). In 2002, Florida began creating opportunities
for leadership through professional development conferences. In 2003, web-based
progress monitoring tools were made available to schools. In 2004, resources for middle
schools, such as professional development for teachers in schools where students with
low SES families were the majority, were added. In 2005, schools were required to
provide reading intervention for students who scored Level 1 or 2 on the FCAT. At the
same time, high schools began to use the Florida Oral Reading Fluency probes, which
were already being used in middle schools. Specific, one-minute, curriculum-based
reading passages were used as fluency probes to assess students’ reading fluency skills
(Torgesen, 1998). Additionally, in 2006, teachers were required to obtain a specialization
certificate in reading in order to teach intensive reading courses (Just Read, Florida,
2010). A similar professional development reading endorsement was specially designed
for content-area reading development (CAR-D) teachers (DCPS, 2010).
Content-area reading development (CAR-D) is a specified course placement for
students who receive a Level 2 on the FCAT and are considered fluent readers (DCPS,
2010). CAR-D teachers have completed specific reading instruction professional
development courses. The practicum course requires documented observation and a
portfolio of experience in teaching reading comprehension strategies to students.
4

Successful completion of the professional development course provides the eligibility to
serve as a reading intervention teacher, and also fulfills the criterion of highly qualified
teacher. Florida requires the implementation of intensive reading instruction for
struggling readers according to the Just Read, Florida plan.
The Individuals with Disabilities Education Act (IDEA) was also reauthorized in
2004. This Act requires schools to find and educate students with disabilities with the
best researched-based interventions. However, some students with similar academic
needs who are performing below grade level, as assessed by the FCAT, are in danger of
failing to obtain a regular high school diploma. Therefore, a response to intervention
(RTI) framework has been implemented nationally. Within RTI, students receive needed
interventions whether they have been identified for special education or not.
Florida’s RTI (Florida RTI, 2009) framework is an intervention framework
designed to meet the needs of all regular and special education students. It has three tiers.
Tier 1 is considered a universal tier of instruction for all students. All students are
formally monitored for academic progress at least 3 times per year with “Benchmark”
grade-level assessments. These assessments help monitor students’ academic progress
and alert educators to possible areas of weakness prior to the administration of the FCAT
at the end of the school year. A Tier 2 intervention is an intervention available for about
15% of all students. These students’ progress is formally assessed about 2 times per
month. Tier 2 intervention consists of courses for all students who do not make
proficiency levels on the FCAT. Tier 3, which is available for about 5% of all students,
involves intensive individualized interventions, and can include special education
5

services. Students receiving services in Tier 3 are formally monitored weekly, or more
often as needed. Shinn (2007) stated that the RTI framework requires long-term goal
setting and frequent progress monitoring as crucial components for successful
implementation.
Progress Monitoring
Progress monitoring is defined as a method for monitoring students’ progress and
performance. Every teacher has a general understanding of how to measure students’
progress. Shinn (2007) described the many components that define progress monitoring.
Progress monitoring requires a specific, measurable, observable goal, and a strategy for
attaining the goal. Progress monitoring strategies should be cost effective and result in
goals that may be straight forwardly observed and measured. The student’s present level
of performance provides a baseline, and progress monitoring identifies how the student
performs, following interventions, in relation to the baseline.
Some curriculum based measurements are beneficial for monitoring students’
achievement, enabling teachers to choose and implement interventions that promote
students’ progress. For example, specific one-minute, curriculum-based reading passages
may be used as fluency probes to assess students’ reading fluency skills. Torgesen (1998)
and Wood, Hill, Meyer, and Flowers (2005) advocated the use of curriculum based
measurements to analyze the growth of students’ achievement. Torgesen further stated
that fluency probes are adequate measures of reading progress for students after fourth
grade. The Florida Assessments for Instruction in Reading (2009), a series of
6

curriculum-based measurement tools, is used to place students in Florida schools into
interventions according to their specific reading difficulties.
Florida Assessments for Instruction in Reading
Although many curriculum-based measurement tools are available for assessing
students’ progress, the Florida Assessments for Instruction in Reading (Florida Center for
Reading Research, 2009) is the primary set of assessments used for assessing reading
progress in Florida. Two of the FAIR subtests are used for students in grades 6-12,
namely maze passages and word analysis tasks. Reading fluency and comprehension are
measured with maze passages. The maze subtest identifies students who struggle with
fluency and reading comprehension. Phonics and vocabulary are measured with word
analysis tasks. The FAIR assessment yields FCAT probability success scores (PSS) and
percentiles. Based on FAIR assessment data, students are placed into courses that will
specifically address their weaknesses. In congruence with the RTI tiers, students who
score 85% or higher on both mazes and word analysis, are considered on-grade-level.
Students who score between the 30th and 84th percentile range are considered in need of
enhanced instruction. Students who score below the 30th percentile are considered in
need of intensive instruction.
The FAIR assessment (Florida Center for Reading Research, 2009) is administered
to all students in kindergarten through second grade three times a year, at the beginning,
midway, and at the end of the school year. From third grade through tenth, the FAIR is
administered three times a year only to Level 1 and 2 students and sometimes Level 3
students at the discretion of the principal. The results provide the diagnostic measure for
7

planning instruction and evaluating students’ progress. FAIR generates individual
reports on students, teachers, and schools, as well as the overall district. FAIR testing
thus serves as an initial screening tool for the identification of students with reading
difficulties.
Identification of Students with Disabilities
The identification of students with learning disabilities in reading, especially basic
reading skills, fluency, and comprehension, may be facilitated via the use of FAIR data
and the RTI framework. Students’ progress will be formally monitored and evaluated. In
alignment with the RTI process, these students will “exhibit patterns of strengths and
weaknesses in performance, achievement, or both, relative to age, State-approved gradelevel standards, or intellectual development” (Ahearn, 2009, p. 125). By state rule, other
factors, such as vision, hearing, motor disabilities, mental and emotional disabilities,
cultural factors, economic disadvantages, and limited English proficiency, cannot be
made the primary concern. Nevertheless, some of these other factors are and
understandably often considered the primary concern by educators in urban schools.
Therefore, there is a need for academic and behavioral interventions that benefit students
who are most at-risk for unsatisfactory progress. Students who have been identified with
severe mental and physical disabilities are exempt from the FCAT and receive a special
diploma.
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Florida Comprehensive Assessment Test
The FCAT (FL-DOE, 2005) is the assessment test given to all Florida students in
grades 3 through 10 for reading and math, in grades 4, 8, and 10 for writing, and in
grades 5, 8, and 11 for science. The FCAT is used to provide information to parents,
students, teachers, and the community as a means to keep school districts accountable for
the educational progress of their students. The FCAT (2010a) was created based on the
Florida Sunshine State Standards (SSS). These standards are the competencies required
by the state of Florida for students to be taught in each grade. Florida students usually
take the FCAT in the spring of every year beginning in third grade (FL-DOE, 2005).
The reading section of the FCAT (FL-DOE, 2010a) consists of four components:
words and phrases in context; main idea, plot, and purpose; comparisons and
cause/effect; and reference and research. The words and phrases in context subtests
require students to understand vocabulary, make inferences, and interpret maps and
graphs. The main idea, plot, and purpose section requires students to identify the main
idea and author’s main purpose. The comparison and cause/effect section requires
students to recognize relationships. The reference and research section requires students
to evaluate information and draw conclusions about data.
Verbal knowledge and reasoning ability are the two main factors that distinguish
students’ achievement levels on the FCAT (Schatschneider et al., 2005). Florida’s
formula for reading improvement focuses on the five components of reading: phonemic
awareness, phonics, fluency, vocabulary, and comprehension (DCPS, 2010). In addition
9

to these five, the Carnegie Council on Advancing Adolescent Literacy (2010) added
writing, speaking and listening, and critical thinking. When all of these components are
well developed, students are able to read to learn and listen to learn.
Problem and Purpose Statements and Research Questions
Florida policy requires that tenth grade students show evidence of reading
proficiency, assessed by the FCAT, in order to attain a high school diploma. Adolescent
illiteracy is a national crisis according to the National Assessment of Educational
Progress (NAEP) report card of 2003 that indicated 68% of the nation’s eighth graders
read below grade level (Fleishman, 2004). Fleishman (2004) also stated that the majority
of students reading below grade level are African-Americans, Hispanics, ELLs, students
from low SES families, or students with disabilities. Many demographic factors have a
significant relationship with adolescent struggling readers, such as minority status, from
low SES families, learning disability, and limited English proficiency (O’Connor &
Fernandez, 2006).
The bulk of the research about reading and remediation has been completed with
kindergarten to eighth grade students. Until reading instruction and acquisition becomes
apparent with the majority of students by the end of third grade, there is a need to know
which instructional interventions are most advantageous for adolescent struggling
readers. Reading research with adolescents in need of intensive interventions is
becoming more prevalent. The emphasis on remediation of adolescent struggling readers
has expanded. Reading intervention programs such as READ 180 are being
implemented to help strengthen the skills of adolescent struggling readers (Scholastic,
10

2011). More information is needed to determine which reading programs are beneficial
for students who are not maintaining adequate reading progress equitable to peers on
grade level.
Purpose
The purpose of the present study was to investigate the impact of READ 180 on the
reading proficiency of adolescent struggling readers. Educators need to know which
interventions are most advantageous for improving students’ reading growth; hence, the
present study’s aim is to provide information so educators can make justifiable decisions
about instructional strategies and interventions, and prevent students from becoming
discouraged and dropout. Hock et al. concluded that students with reading difficulties
who have not responded to early reading interventions prior to high school are less likely
to graduate. The following research questions guided the study:

RQ1 (The relationship question): To what extent can students’ FCAT reading
developmental scale scores be predicted by participation in READ 180, minority
status, SES, and disability status?

RQ2 (The probability question): What is the probability that a student will be
successful, as depicted by at least minimum growth on the FCAT DSS reading
scores, when participation in READ 180, minority status, SES, and disability
status are used as predictors?

11

Methodology
The analytic methodology for this research was chosen based on the research
questions. This quantitative retrospective study investigated the impact of READ 180 on
the FCAT developmental scale score (DSS) of Level 2 students. In order to answer the
relationship question, the dependent variable (reading DSS of the FCAT) was used in the
form of a continuous variable and a multiple regression equation was used for analysis. In
order to answer the probability question, a dichotomous variable was constructed from
the FCAT DSS in reading and used as the dependent variable to depict whether or not a
student gained the minimum DSS on the FCAT. The logistic regression model is most
useful when the dependent variable is dichotomous, with only two values to predict
(Huck, 2000). Predictor variables included: participation in READ 180, minority status,
low SES, and learning disability. The logistic regression model investigated the impact of
READ 180 on adolescent struggling readers’ achievement as assessed by the FCAT DSS
(FL-DOE, 2010a). The Statistical Package for the Social Sciences, 19th Edition (SPSS)
was the computer software used for the analyses with the multiple regression and logistic
regression models (Green & Salkind, 2008).
Data collection came from the fifth largest school district in Florida, Duval County
Public Schools, which has more than 123,000 students. About 50% of DCPS students
were minority, and about 40% are from low SES families (DCPS, 2009). Archival data of
students (n=2,251) who gained a Level 2 in 2009 on the ninth grade FCAT and took the
10th grade FCAT in 2010 was used.

12

Limitation of the Present Study
The limitations of this study included the fact that the students all came from the
same school district and were of predominantly minority status and from low SES
families. Therefore, there is restricted generalization. The focus was on only one grade
level and using data from only one year of implementation of the intervention. Only one
dependent variable was used, the reading developmental scale scores of the FCAT.
There is an assumption that the teachers’ instruction and students’ effort in the
classroom and on the FCAT were satisfactory.
Significance of the Study
This present study explained how policies as solutions may or may not contribute to
the achievement of adolescent struggling readers. Previous literature has substantiated
that educators are reforming practices in developing and administering remedial
instruction to students who are not making satisfactory academic progress in reading
(Berkeley, Bender, Gregg Peaster, & Saunders, 2009; L. Fuchs & D. Fuchs, 2007).
Therefore, this study of READ 180 adds to the knowledge of alternate interventions for
adolescent struggling readers.
Additional research pertaining to the response to intervention framework is
reforming educational practices to focus on prevention rather than remediation. For
example, some studies have been constructed to measure the severity of reading
difficulties (Torgesen, Alexander, Wagner, & Rashotte, 2001) and the response-tointervention framework (Vaughn, Linan-Thompson, & Hickman, 2003). The length of
time needed to remediate students and sustain a satisfactory goal compared to peers has
13

also been examined. Interventions with extensive time frames have also been
documented (Wanzek & Vaughn, 2008), and methods for measuring reading
interventions designed to improve student outcomes have also been examined (Chard,
Ketterlin-Geller, Baker, Doabler, & Apichatabutra, 2009). Collectively, these
investigations have helped educators build arguments about the best methods for research
and practice in the area of reading instruction.
The present study adds to the literature about high school students. The majority of
previous studies have focused on students in kindergarten through eighth grade. The
present study with adolescent struggling readers contributes to the information needed for
educators to make informed decisions for advancing the achievement growth of
adolescent struggling readers. Specifically, the present study provides information about
the success of READ 180 and demographic factors that might be mitigating influences.
Definition of Terms
The following definitions are provided for key terms used in this present study.
Adolescent struggling readers are students in middle and high schools who are not
reading on grade level, are not fluent readers, and are enrolled in an intervention reading
course (Biancarosa & Snow, 2006).
Response to intervention (RTI) is a framework used as an early identification and
prevention model that requires intensive interventions for academically struggling
students (Torgesen, 1998).
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Developmental scale scores (DSS) are reported with the FCAT results which indicate
whether a student has achieved the minimum growth standard for that particular grade
level (FL-DOE, 2001).
Content-area reading development (CAR-D) is a specified course placement for
students who receive a level 2 on the FCAT and are considered fluent readers (Duval
County Public Schools, 2010).
READ 180 is the reading intervention program created by Scholastic (2011) based on
researched methods of instruction aimed at improving success for struggling readers.
Minority status is defined as any of the race/ethnicity groups other than White, such as
African-American, Hispanic, Asian/Pacific Islander, American Indian/Alaskan, Multiracial/Ethnic.
SES is defined by all students’ whose families’ socio-economic status qualifies them for
free or reduced lunch at school (DCPS, 2009).
Disability status is defined as exceptional student education (ESE) and students receive
accommodations as indicated in their Individual Education Plan (IDEA, 2004).
Conclusion
This introductory chapter provides an overview of the adolescent struggling reader
problem, policies as solutions, and directions in research. Adolescent struggling readers
are less likely to attain a proficient level on the FCAT; students who do not gain a
proficiency level in reading do not receive a standard high school diploma. In 2002, the
15

first year FCAT was administered, only 53% of the 10th-grade students in Duval County
were considered proficient (Borg, et al., 2007). In Duval County Public Schools (DCPS)
there are classes for students who need intensive reading and intensive math. Students at
the high school level are scheduled to attend double-blocks (90 minutes each) of
instruction in the unsatisfactory progress area to meet their needs. Therefore, these
students are receiving intensive remediation in reading, math, or both, in place of other
elective courses. READ 180 is being used in the intensive reading course, which is
considered a research-based method. Present education policies are meant to improve
educational practices for educators and outcomes for students. The present study
explored whether current policies and practices are effective and if student outcomes are
satisfactory.
Organization of the Study
In the next chapter, a review of the federal role and state policies is included with
the review of the literature that explored the characteristics of students who drop out,
reading difficulties, early interventions, response to intervention, and READ 180 studies.
Fifteen elements for establishing strategic reading in a secondary classroom are listed,
and their relationship to the READ 180 program is described. Empirical studies using
READ 180 are discussed. The investigation of research studies and the information found
justify the research methodology of analyzing data with quantitative methods, in order to
ascertain the impact of the READ 180 intervention on adolescent struggling readers.
In Chapter 3, the quantitative research design is described; the method,
appropriateness of the population and sampling choice, the data base employed, and the
16

psychometric integrity of the instruments used for measuring the variables of interest are
discussed. Research questions are reiterated, and ethical issues are covered. These
analyses provide relevant information pertaining to the specific demographics of the
students who are participating in the standard protocol intervention (READ 180) in the
middle and high schools in DCPS in Florida. Therefore, this study fills a gap and
informs educators about one of the suggested methods of intervention for adolescent
struggling readers who participate in the READ 180 program.
Chapter 4 explains the results of the analyses completed with the multiple
regression and logistic regression models. Included are the descriptive statistics,
frequencies, and percentages of the demographics of the 10th grade students who were
ranked as Level 2 on the FCAT in ninth grade. Chapter 5 provides an overall explanation
of this present study, the results, and the impact of READ 180 as an intervention to
support adolescent struggling readers. A summary of the problem, review of literature,
methodology, discussion of the results, and implications for further practice and research
are included.
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Chapter 2 – Review of Literature
Included in this chapter are the history and background of competency exams and
policies initiated to reinforce the use of these exams. The involvement and evolution of
the federal role in education as it pertains to disadvantaged students is outlined. The
relevant research section encompasses multiple studies that have substantiated the
progress of students in urban schools, characteristics of students with reading
difficulties, response to intervention theory, implementation, and outcomes. A section
that describes the implementation of reading strategies for adolescents is included. The
last section in this chapter provides an analysis of READ 180 studies, with and without
positive results.
This review of the literature explored the research and issues pertaining to
adolescent struggling readers. Articles included in this literature review answer the
question of who are the students with reading difficulties, provide support for early
intensive instruction, and describe the READ 180 program. Also included in this chapter
are the definitions and explanations of the NCLB Act and RTI framework. As will be
indicated in this review, few studies have been published that focus on adolescent
readers.
Federal Role in Education of Disadvantaged Students
Even though individual states are responsible for providing a free and appropriate
education to all students in kindergarten through high school, the federal government
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collects and disseminates information that enhances the effectiveness of the states’ school
systems. The National Assessment of Education Progress (NAEP) began in 1969 to
assess 9-, 13-, and 17-year-old students in science only (Amerin & Berliner, 2002). In
1990, NAEP was expanded to assess eighth grade students in math; in 1992, fourth grade
reading assessments were added; in 1996 eighth grade science, and in 1998 eighth grade
writing assessments were added (Sonnenfeld, 2009). The NAEP allows states to compare
the reading, math, science, and writing scores of their students to the national average.
NAEP was not made mandatory prior to the enactment of the NCLB Act. Fuller, Wright,
Gesicki, and Kang (2007) reported the lack of congruency between the reported results
from individual states’ exams created as a result of the NCLB Act and national results
from the NAEP. Fuller et al. suggested that the scores on the NAEP do not equate to the
scores on the individual states’ exams, in part because there are no requirements for
which students should be included or excluded. Fuller et al. also stated that prior to
NCLB using data collected during 1992-2002, fourth grade reading and math scores had
increased, and the “achievement gaps” between Black-White and Latino-White races had
narrowed, but the achievement gaps have not changed since 2003.
Guthrie and Springer (2004) stated A Nation At Risk (NAR) report (US-DOE,
2008) was the first move toward the federal role in the accountability of schools and
students. The NAR report explained the pros and cons of educating all students in order
to create a more productive society and stronger nation. However, the federal
government’s interest in improving the academic success for minorities, low SES
families, and ELLs began actually with Lyndon Johnson’s War on Poverty and The
Elementary and Secondary Education Act of 1965 (ESEA, 1965). The ESEA required
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Title I funds to help low income students and schools with high poverty levels. The
ESEA stated interest in equitable education opportunities for all students regardless of
their race or economic status. The ESEA (1965) was reauthorized in 1981, 1984, 1988,
1994, and then in 2001 as the NCLB Act, and was scheduled for reauthorization at the
time of the present study (National Education Association [NEA], 2006). The NEA
explained the reasons for the reauthorizations in the appendix of their report. The
Education Consolidation and Improvement Act of 1981 provided block grants for
several programs. The Education Amendments of 1984 were mainly technical changes.
The 1988 reauthorization was titled Hawkins-Stafford Elementary and Secondary School
Improvement Amendments, and this authorization allowed more flexibility of Title I
funds within the Title I schools. The Improving America’s Schools Act of 1994 added
multiple and various educational programs for all students, not just those who were
eligible for Title I funds (NEA, 2006). The continuation of the ESEA embedded several
goals in the NCLB Act for improving achievement for Title I students: accountability of
the teachers and students, included smaller classes, quality teaching, engaged parents,
and adequate resources. Therefore, yearly testing with the individual states’ exams is
one of the components of the NCLB Act used to measure teacher and student
performance and subsequently for determining incentives and sanctions. There is
controversy about whether yearly testing is necessary to assess students’ performance
and is the best means to measure teachers’ competency.
The federal government created the Department of Education (DOE) in 1979, to
collect information that would enhance the effectiveness of the states’ school systems,
enforce federal laws, and protect civil rights. The federal DOE monitors the funds that
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are being sent to states and uses competency exams such as those used by NAEP to
provide information to the public. Accountability for teachers and students appears to be
the main focus of competency exams. Competency exams are not new and have been in
use since the late 1970’s and early 1980’s. Harris and Herrington (2006) suggested that
reliance on test scores of students to measure teachers’ competency is not necessarily the
best means of accountability. Harris and Herrington recommended that in order to
affect accountability of teachers’ instruction and students’ performance, additional
resources are needed, which does not seem to be the emphasis of NCLB.
The controversy over whether NCLB is an unfunded mandate was explored by
Umpstead (2008). An unfunded mandate is a requirement for implementation without
additional or adequate financial support. The author explained NCLB was an idea for
improving education from a federal standpoint, without full consideration of the cost to
individual states, as it was interpreted and implemented by the states. NCLB “is
designed to change the culture of America’s schools by closing the achievement gap,
offering more flexibility, giving parents more options, and teaching students based on
what works” (U.S. Department of Education, 2004). With the expansion of the diverse
needs of a community comes the need to expand and diversify educational methods.
Meeting the needs of all students, especially those who struggle academically, can be a
financially challenging task.
The federal role in education has expanded over the years through laws and
mandates, but not necessarily financially. The states are providing an education to all
students. However, the standards and requirements of academic programs, student
achievement levels, and teacher qualifications have increased, which puts a strain on the
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states’ budget, on the teachers’ responsibilities, and on the students’ performance. The
present study is based on the problem that some students with similar academic needs,
as assessed by the FCAT, are in danger of failing to obtain a regular high school
diploma. Educators need to know which interventions are most beneficial with the
majority of students who need interventions. Within the response to intervention (RTI)
framework, which has been implemented nationally (Batsche et al., 2005), students
receive needed interventions whether they have been identified for special education
services or not.
Response to Intervention
The Individuals with Disabilities Education Act (IDEA) was reauthorized in 2004.
This Act requires schools to find and educate students with disabilities using the best
researched-based interventions. The reauthorization of IDEA in 2004 is the focus of
Florida’s RTI framework (Florida RTI, 2009). The RTI framework requires early
identification and intervention for struggling readers. Torgesen suggested (1998) that
instead of remediating students with reading difficulties, educators should use the early
identification and intensive intervention model, which is now the RTI framework. Since
the reauthorization of IDEA, a great deal of research has been completed that reinforces
the idea of early identification and intervention. Lee (2008) stated that the RTI
framework is able to significantly improve the reading ability of disadvantaged students.
The RTI framework requires schools to provide instruction to students who do not make
satisfactory progress at the same rate as their peers. Each tier of the framework requires
more intensive interventions, more explicit instruction, more frequent instruction, and for
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longer periods, within smaller groups (Batsche et al., 2005). There is also a need for
teachers with more expertise at the more intensive tiers.
There are three tiers within the RTI framework. Tier 1 is the core classroom
instruction. Tier 2 is for students who need more explicit, supplemental instruction and
more frequent progress monitoring. Tier 3 is for students who need intensive
interventions, whether they have been identified for a special education program or not,
and is intended for approximately 5% of the student population. There are two different
models for implementing RTI and its three tiers.
Two RtI Models for Implementation
RTI has been implemented from two different approaches (Berkeley et al., 2009).
One is the problem solving approach and the other is a standard treatment approach. The
problem solving approach is the traditional way to analyze students’ academic
achievement and make decisions to assist educational placement in programs according
to the needs of the student. In the past, this was a two-step process. First, a teacher and
parent met to identify the problem; teacher and parent interventions were stated,
implemented, and evaluated. In the second step a school assistance team analyzed the
problem, intervention, and the student’s progress. The team then made a decision to
complete an assessment to determine the student’s ability level, screen for a specific
learning disability, and determine whether the student qualified for special education
services. The problem solving model in Florida’s RTI framework transcends the
assessment for special education and seeks to immediately find an intervention that may
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assist the student’s specific need, whether it is academic or behavioral (FL RTI, 2009).
Then if the student does not respond well to the intervention, an assessment is completed
to determine the need for more intensive special education services.
The standard treatment approach differs from the problem solving approach in that it
is not specific for each student (D. Fuchs, & Fuchs, 2006) but is a standard treatment
approach for students with difficulties. The standard treatment approach uses
interventions already set in place for students who need the extra help as soon as they are
identified. The FCAT is used in Florida to determine which students will receive the
standard treatment Tier 2 interventions in the intensive reading or intensive math courses.
Students who do not respond to Tier 2 interventions are considered in need of Tier 3
intensive interventions or an assessment to determine whether there is a disability and a
need for special education services.
Tier 3 interventions require even smaller groups than Tier 2, and possibly one-toone tutoring. One-to-one instruction in reading with adolescent struggling readers has
accelerated their learning, especially when the teachers are thoroughly trained, specific
lesson plans are implemented, and an accountability plan is maintained (Houge, Geier, &
Peyton, 2008). The whole intent is to provide struggling readers the necessary instruction
to increase their academic achievement. At present, research studies support the standard
protocol approach over the problem-solving approach (Fuchs, Fuchs, & Stecker, 2010).
This present study is focusing on the blended approach to RTI, where students’ progress
is being analyzed and there is a collaborative planning team in place for analyzing
instructional options; at the secondary level a standard protocol for instruction is in place
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(intensive reading or math), and assessment to identify the need for special education is
used only for students with intensive individualized needs.
The RTI framework is a dual-discrepancy model, as explained by McMaster, Fuchs,
Fuchs, and Compton (2005), which examines both the student’s present level of academic
achievement and the student’s rate of progress compared to peers. When students are
compared to their peers and their rate of progress is monitored, it is easier to identify
struggling readers. According to the study completed by McMaster et al. (2005),
curriculum based measurement(CBM) appeared to be the best means of monitoring
students’ progress; tutoring appeared to be the best means for providing intensive
individualized instruction to improve the academic progress for struggling readers.
In the past, students who did not qualify for special education services received no
interventions. Students who were placed into special education programs rarely received
specific interventions to meet their individual needs. Most often the intervention was to
slow down the instructional pace of the curriculum. Since the implementation of special
education for students with disabilities, the number of students served has increased and
become a financial burden on school districts (Hoover, Baca, Wexier-Love, & Saenz,
2008). The identification of students with disabilities has been seen as a wait-to-fail
model instead of a prevention model. The RTI framework is seen as a prevention
model, where researched-based interventions are implemented, progress is monitored,
and student’s rate of progress is analyzed (Torgesen, 1998). Through the
implementation of the RTI framework, students in Title I schools will most likely
benefit the most.
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Progress of Implementation
States and school districts are focused on providing the most effective education for
all of their students, but acquiring and maintaining adequate and appropriate educational
means and tools may be very expensive. The most important features of the RTI
framework include the highly qualified effective teaching skills, collaboration between
teachers, and the frequent progress monitoring with leadership that promotes and
supports the process (Murawski & Hughes, 2009; Vaughn, & Roberts, 2007). As of
August 2008, the implementation of RTI had spread to 44 states (Hoover et al., 2008); 16
states were involved in planning how to implement RTI, while the other 28 states were
completely operating under the RTI framework.
The RTI framework is meant to enhance and provide more learning opportunities for
academically struggling students, not to limit their options or restrict students from
receiving special education services. The specific uses of RTI could be for instructional
planning, identification for special education, or a combination of the two. Students with
similar learning difficulties as those who qualify for special education are in need of
instructional interventions. Instead of waiting for and relying on comprehensive
assessments used for identification of special education services, students receive the
instructional interventions they need. As of July 2010, Florida’s RTI framework (Florida
RTI, 2009) would be used for making decisions about instructional interventions for
struggling students.
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The main focus of most states (24) is to identify students for special education
(Hoover et al., 2008). Only five states are implementing RTI as a means to minimize
special education placement and maximize decisions for instruction and interventions.
All states involved in restructuring instructional decision-making strategies and
implementing the RTI framework are focusing extensively on professional development
for everyone to ensure an effective outcome. The main emphasis of the professional
development is an overview of RTI, its theoretical basis, research-based intervention, and
progress monitoring (Kratochwill, Volpiansky, Clements, & Ball, 2007). Kratochwill et
al., also stated that the professional development should incorporate active learning and
grade level teacher study groups at each school. The progress monitoring component of
the RTI framework is something that teachers have always completed in order to make
decisions about their students’ progress and instructional needs.
Florida’s RTI framework (Florida RTI, 2009) also requires teachers to maintain a
comprehensive record of their students’ specific learning needs. The RTI framework
incorporates continuous progress monitoring. In Florida, assessments are completed for
all students three times per year. Students who participate in the Tier 2 instructional
intervention courses are assessed every two weeks, and those who are receiving
instruction in Tier 3 are assessed weekly or more often if needed (Zirkel & Thomas,
2010). Students with specific needs in reading instruction need teacher-modeled
instruction and more opportunities to apply their skills. Therefore, the intensive
individualized instruction should be guided by frequent progress monitoring. Research
with adolescent struggling readers has indicated the need for specific instruction in
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several components of reading, such as phonics, fluency, vocabulary, and reading
comprehension.
The next section is a review of the literature that supports the use of intensive
remedial instruction when students are not making satisfactory academic progress as
compared to their peers. Following the review about early intensive remedial instruction
as the best intervention is the concluding section which examines the use of READ 180
with its diagnostic and on-going assessments, high quality resources and teachers, and
small class size for adolescent struggling readers.
Synthesis of Research on Students At-risk of Academic Failure
Florida has a large number of students who drop out of school. Reading
difficulties are found more often among students from low SES families. A response to
intervention (RTI) framework is being implemented nationally and in Florida. Students
in urban schools are significantly at a disadvantage because of a lack of resources and
high teacher turnover rates (Lleras, 2008; Rumberger, & Thomas, 2000; Stringfield &
Yakimowski-Srebnick, 2005).
Students Who Drop-out
Multiple research studies have been completed to determine which students are
most at-risk for dropping out of school. Students who drop out often have a low GPA,
behavior problems, and low SES families (Suh, & Suh, 2007; Suh, Suh, & Houston,
2007). At the same time, students’ academic achievements are most related to SES
levels. Mayers (2006) stated that high SES has a strong correlation with students’
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success on standardized tests. Parents’ level of education and SES appears to correlate
with decreased retentions and suspensions (Berends, Lucas, & Peñaloza, 2008;
Carpenter & Ramirez, 2007). African-American students (as most students do) need
support from their parents and peers (Sloan, 2007; Somers, Owens, & Piliawsky, 2008).
Students respond positively to teachers who show they care. Reed (2009) reported that
teachers are responsible for their students’ achievement levels because they project their
expectations to the students, and the students respond accordingly. At the same time,
students need to be motivated to learn and put forth their best effort. Students, teachers,
and school characteristics should not be ignored (Patterson, Hale, & Stessman, 2008).
Murray and Naranjo (2008) agreed that multiple social relations factors influence
students’ school success. Wasonga, Christman, and Kilmer (2003) reported that race,
economic status, and social support system all affect a student’s academic achievement.
Students from low SES families with less educated parents and with high mobility
rates are more likely to experience negative consequences from high-stakes testing. This
trend appears more prevalent with the African-American and Hispanic students,
especially those who may also be English Language Learners (ELL). As FCAT
proficiency scores rise each year, it may become harder for these students to achieve a
passing score. Schools with a higher percentage of students with this profile are less
likely to be magnet schools. The same is true for schools that have teachers with
advanced degrees. Students from low SES families, with less educated parents, are less
likely to graduate. Lee and Wong (2004) also noted the qualifications of teachers, school
resources, race, and SES are all factors that should be taken into consideration when
reviewing the achievement capabilities of students. Those who work in urban schools
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with large percentages of poor students will have a greater challenge. Urban school
teachers need to acquire the necessary competencies to teach reading to adolescent
struggling readers who are most at-risk for dropping out.
Empirical studies have been conducted to determine whether the NCLB Act is
beneficial for students with disabilities, low SES families, minorities, and secondlanguage learners. Ikpa (2003) concluded that African-American children are being left
behind due to a lack of resources. Altshuler and Schmautz (2006) also found this to be
true with Hispanic students. However, Fram, Miller-Cribbs, and Horn (2007) reported
that children who are segregated are still able to make satisfactory academic progress.
Additionally, Borman, Eitle, Michael, and Eitle (2004) stated that segregation matters,
and it is reflected in the FCAT scores. O’Connor and Fernandez (2006) concluded that
minority students and ELL students were more likely to be from low SES families and
have difficulties. Students with reading difficulties will experience school as more
challenging and may become discouraged with their progress and eventually drop out. If
students do not maintain academic progress comparable to their peers, then interventions
that might accelerate their progress need to be researched and implemented.
Many researchers have identified the specific components that will aid students with
learning difficulties. Smaller groups, collaborative planning, diversity of instruction,
computer-assisted-instruction (CAI), increasing engagement time, content area reading
instruction, and professional development for regular educators (Elkins, 2007) are all
techniques that have previously been known to help improve instructional planning in the
classroom. Students who have been identified with learning disabilities and those who
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have not but still struggled to maintain satisfactory academic progress have similar
characteristics. These students have difficulty with reading comprehension, such as
making inferences from the text, drawing conclusions, identifying the main idea, and
making generalizations and connections to prior knowledge.
Students with Reading Disabilities
According to the National Joint Committee on Learning Disabilities (2008), students
with learning disabilities exemplify significant deficits in reading when compared to their
peers. These students are sometimes five or more grade levels behind their peers (Level
1 on the FCAT). Their reading difficulties keep them from being successful at the
secondary level. Content area reading instruction will not enable these students to close
the achievement gap that has been widening since early elementary school. Tier 3
intensive individualized instruction is needed. In the RTI framework, Tier 3 is the
intensive individualized intervention services for students in need of the most intensive
interventions. It requires collaboration between general education and special education
teachers. Because students will be identified early as in need of interventions, students
will not have to fail, or fall behind significantly, before receiving assistance. Therefore,
Tier 3 remediation strategies for students with reading difficulties might prove to be most
advantageous for promoting retention in high school and higher graduation rates.
Students who are already identified and receiving support in special education did
not respond well to the interventions used in some studies (Denton, Fletcher, Anthony, &
Francis, 2006; Torppa, Tolvanen, Poikkeus, & Eklund, 2007). In the study designed by
31

Denton et al. (2006), the researchers analyzed two interventions with a majority of
students from low SES families. The students received two 8-week sessions of explicit
reading instruction. The first 8-week intervention was heavily related to phonics, and the
second 8-week intervention emphasized fluency. Significant gains were made in
decoding, while fluency gains were minimal, indicating a need for more remedial phonics
interventions, not focusing on fluency alone. Reading disability can be identified by a
student’s response to early intensive interventions (Denton et al., 2006).
The effects of RTI with students identified with dyslexia were analyzed by Torppa
et al. (2007). The students with dyslexia were less likely to respond to interventions. This
is in agreement with Menzies, Mahdavi, and Lewis (2008) who stated that students with
learning disabilities performed below the mean standard scores of the proficient readers
on all reading components assessed. Early intensive interventions are the best remedy for
reading difficulties, and students will respond differently, according to their level of need
(Menzies et al., 2008). This is evident when reviewing the fluctuation of students’ FCAT
data in the four subtests for reading.
Slower progress is found with students who are identified with reading disabilities.
However, Torgesen et al. (2007) stated that adolescent struggling readers can benefit
from interventions that are focused on phonics, word study, and reading comprehension
strategies. Interventions in phonics and vocabulary should be combined with reading
comprehension strategies. Results from the study indicated that students with disabilities
will show the smallest gains in reading, while students who are able to be remediated, or
respond to intervention, will show the largest gains (Torgesen et al., 2007).
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Early Intensive Interventions
Early intensive interventions have been thoroughly examined through research.
Early intensive interventions are beneficial for students’ reading development stated
Vaughn et al., 2009), no matter what was determined as the initial reading difficulty.
Students with low oral reading fluency skills at the beginning of the intervention
demonstrated the least progress, which indicates that these students may need more
extensive and intensive interventions. Students with low oral reading fluency skills may
need early intensive interventions. Students have been successful in learning to read after
receiving early intensive interventions in kindergarten and first grade (Simmons et al.,
2008; Vaughn et al., 2009). There are many factors that interfere with children learning
to read, according to Al Otaiba and Fuchs (2002). For example, Al Otaiba and Fuchs
examined the factors that predict reading development in kindergarten and first grade;
they found characteristics of students who did not respond well to early interventions in
reading included limited vocabulary, behavior difficulties, minority status, and low SES
families (Al Otaiba & Fuchs, 2002). Craig, Connor, and Washington (2003) suggested
that public preschool might ensure positive early progress in reading development for
some African-American students who are from low SES families. Hong and Hong
(2009) found that engaged reading time of an hour or more per day and adapted reading
instruction accounted for improved reading achievement in kindergarten students.
Guthrie, Schafer, and Huang (2001) found that engaged reading time accounted for
higher NAEP scores in reading achievement for fourth graders.
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Positive early reading progress establishes a pattern for academic achievement.
First grade students with difficulty in phonics are easily identified and remediated
through intensive interventions. However, some first grade students who are sight-word
readers are not identified with difficulty in phonics until later in fourth grade (Badian,
2001; Catts, Fey, Tomblin, & Zhang, 2002) and then are less likely to respond well to
interventions. Catts et al. (2002) also analyzed the differences in kindergarten students
who had language impairments and found they were more likely to have reading
difficulties. These reports support early identification of students at-risk for reading
difficulties and reading interventions beginning in kindergarten (Al Otaiba & Fuchs,
2002.; Catts et al., 2002; Simmons et al., 2008; Torgesen, 1998; Vaughn et al., 2009).
Students with difficulty in phonics will also have difficulty in fluency and subsequently
in reading comprehension. Decoding difficulties will cause a student to have a low score
in fluency (McMaster et al., 2005). When fluency rates are low, comprehension of the
text is diminished because of the inability to remember what is read.
Studies of students who were identified as poor readers in third grade and followed
through 12th grade indicate a need for students with reading difficulties to be identified
as early as possible and receive early interventions in order to be successful later
(Flowers, Meyer, Lovato, Wood, & Felton, 2001). The study completed by Flowers et al.
(2001) noted the long-term reading difficulties for students identified in elementary
school with poor decoding skills, which indicated that these students never catch up to
peers. This may only mean that the right intervention for students with phonics
difficulties has not been established through research. In addition, Hock et al. (2009)
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researched the reading characteristics of adolescents in eighth and ninth grades in order to
analyze their reading skill component profiles. Students with learning disabilities scored
significantly below the levels of the struggling reader group, especially in reading fluency
and comprehension, as indicated on the state achievement test. Hock et al. concluded, as
had other researchers, that students with reading difficulties who have not responded to
early reading interventions prior to high school are less likely to graduate. Again, this
may only suggest that there is insufficient research on adolescent reading interventions.
Early interventions should consist of direct, systematic, explicit instruction in
reading to increase the reading skills of students in fourth to eighth grades (MansetWilliamson & Nelson, 2005). Manset-Williamson and Nelson (2005) used a random
group of students in fourth to eighth grades with reading disabilities for comparing
reading interventions. The reading intervention was either guided instruction or explicit
instruction. Guided instruction allows the students to work independently, while the
explicit instruction requires direct step-by-step instruction. The results indicated
significant reading growth for students with the explicit instruction model. An early
reading intervention curriculum with explicit instruction plans for modeling, guided
practice, and assessment was used with the kindergarten and first grade ELL students in a
study completed by Wood et al. (2005) and corroborated the positive results of other
studies. ELL students are not identified early as struggling readers because their reading
difficulties are attributed to their language learning needs. This can be detrimental to
their reading development, noted Gyovai, Carledge, Kourea, Yurick, and Gibson (2009),
when they investigated ELL students’ need for direct, explicit instruction in phonics.
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Adolescent Struggling Readers
Adolescent struggling readers can benefit from interventions, whether the focus is
on phonics or specific comprehension strategies. The RTI framework was used by
Kamps et al. (2008) to analyze students in need of intensive interventions. The students
who received the small group reading interventions made greater gains than students who
did not receive the interventions. The RTI framework incorporates the ability to identify
students with reading difficulties, provide the needed intensive interventions, and help
these students maintain academic progress equivalent to their peers. The few research
studies about interventions with adolescent struggling readers are focused on the reading
comprehension strategies approach (Alfassi, 2004; Lawrence, Rabinowitz, & Perna,
2009; Manset-Williamson, & Nelson, 2005; Munoz, 2007; Ness, 2008).
Adolescent struggling readers need more teacher-directed intensive instruction in
comprehension, according to Manset-Williamson and Nelson (2005), in order to maintain
academic progress equivalent to their peers. The study completed by Manset-Williamson
and Nelson noted that after five weeks, at an hour each day of teacher-directed intensive
instruction in reading comprehension, the adolescents made progress that equated to
almost a full semester. A qualitative study completed about reading instruction for
adolescent readers supported the use of in-class discussions for students to extract
meaning from text. Lawrence et al. (2009) measured the engagement time of students
when the whole class was involved with the discussion. They found that adolescents who
were more engaged in the discussion were able to extract more meaning from the text.
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Secondary teachers do not expect to teach reading in their content areas (Alfassi,
2004; Munoz, 2007; Ness, 2008) but those who do teach reading comprehension
strategies recognize the improvement in their students’ learning. As the need for
interventions with adolescent struggling readers has become more apparent, a few
research studies have been completed using programs that focus on remediating students
with decoding and phonics difficulties. Endress, Weston, Marchand-Martella, Martella,
and Simmons (2007) studied the effects of a direct instruction program for teaching
students with severe reading deficits in phonics. They used a program named PhonoGraphix, which required teachers to explicitly model sounds of letters and required the
students to echo the teacher. Results indicated improvement in reading fluency after just
8 weeks of instruction, which translates into improvement in reading comprehension as
well.
The use of computer-assisted instruction (CAI) in reading has been assessed to
determine the effects on adolescents. Positive results have been found for those who
participated in the CAI as compared to the control group (Hasselbring & Goin, 2004;
Kim, Vaughn, Klingner, & Woodruff, 2006). Hasselbring and Goin (2004) concluded
that the computer was a great teacher because it provided direct, explicit instruction and
guided and independent practice. The CAI was designed to provide practice for students
in specific areas of learning needs, whether it was phonics or vocabulary. An important
feature of the CAI for teachers is the progress monitoring (Hasselbring & Goin, 2004)
and being able to keep a record of students’ progress, performance, and needs. The
adolescents also stated that they enjoyed participating in learning from the CAI (Kim et
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al., 2006). Kidd (2009) reported the beneficial effects of using technology in the
classroom but claimed that technology is not being used enough within the urban
classroom or as often as it is used in schools with students from higher SES families. He
stated that teachers need more professional development and awareness of the uses of
technology in the classroom. Teachers may have the skills for using technology
effectively in their classrooms, but the cost of obtaining computers and other devices may
be too high for a school district to maintain.
This present review of reading research identifies students with behavior
difficulties, low GPA, and from low SES families as more apt to drop out, have reading
difficulties, and need interventions. Reading difficulties are more easily remediated
when identified in early elementary grades. However, if students do not respond to early
interventions, there is a need for continued interventions, if not special education
services. The RTI framework might aid teachers in planning for instruction and students
in learning. More research studies need to be completed with adolescent struggling
readers to determine which interventions are most advantageous for improving their areas
of deficiency, whether it is phonics, fluency, vocabulary, or comprehension.
Strategies for Improving Reading Instruction in the Secondary Classroom
A relevant question for this present study is what will help students at the high
school level make progress in reading at the same rate as their peers? Teachers at the
high school level expect students to read to learn but are finding students who need to
learn to read (Franzak, 2006). A strategic approach for teaching reading to adolescents
was defined by Tovani (2000), who emphasized the need for adolescents to learn
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reading skills through multiple methods, which engage the students through guided
exercises and small-group discussion. McEwan (2001) also stated the need to teach
adolescent struggling readers by returning to the basics of reading: decoding, fluency,
building vocabulary, and direct instruction of comprehension strategies.
Fifteen Elements and the Relationship to READ 180
Biancarosa and Snow (2006) described the 15 “elements of effective adolescent
literacy programs” (p. 9) in Reading Next. These 15 elements were identified as follows.
Instructional elements.
directly teaching comprehension strategies through modeling and guided practice,
teaching reading skills in other content areas, such as social studies,
teaching meta-cognition as a self-directed learning skill,
engaging students in small-group discussions,
using intensive individualized instruction as needed,
using a variety of literacy texts,
using writing as a learning strategy for reading,
adding technology for variety,
assessing students often and adjusting instruction accordingly, and
extending reading instruction time.
Infrastructure elements.
providing professional development for teachers,
assessing students and the program,
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forming collaboration teams among teachers,
promoting expertise in leaders, and leadership among teachers, and
coordinating the resources, and implementing the program with fidelity.
The 15 elements were extrapolated from reading research and intervention studies
(Biancarosa & Snow, 2006).
Taylor (2008) outlined how READ 180 fulfills each of the 15 elements in the
Reading Next initiative of Biancarosa and Snow. She described them as instructional
and infrastructure elements. Rosenshine, Meister, and Chapman (1996) stated that
adolescents should be taught comprehension strategies through modeling and guided
practice. Rosenshine et al. recommended teaching reading skills in other content areas,
such as social studies, and teaching meta-cognition as a self-directed learning skill.
Horner and Shwery (2002) stated that increased engagement in reading strategies
improved self-regulation levels (and vice versa), as seen in the students who were
monitored during a summer reading program. Direct instruction, such as modeling how
to generate questions about the text, improved the reading comprehension skills of the
students (Rosenshine et al., 1996).
L. Fuchs, Fuchs, and Kazdan (1999) examined the effects of peer-assisted reading
strategies and reported increased interest and motivation in learning to read, especially
when students are engaged in small-group discussions. Worthy, Moorman, and Turner
(1999) stressed the need for a variety of literacy texts. Knowing how to engage
adolescent readers through high-interest material can be a challenge; 34% of the 367
students’ surveyed (Worthy et al., 1999) stated that scary stories and books were their
favorite. The next most popular reading material included sports and teen magazines,
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comics, and cartoons. READ 180 provides access to a variety of high-interest reading
material for adolescents, fiction and non-fiction.
Instructional elements. Instructional strategies that incorporate the use of intensive
individualized instruction as needed (Bhattacharya & Ehri, 2004; Biancarosa & Snow,
2006) and writing as a learning strategy for reading are beneficial for adolescents
(Bangert-Drowns, Hurley, & Wilkinson, 2004; Biancarosa & Snow, 2006). Students
who receive strategic tutoring, where the students were directly taught decoding skills,
analyzing words in parts, and spelling patterns, showed more improvement than a control
group who were taught words as a whole (Bhattacharya & Ehri, 2004). The use of
writing as a learning strategy for reading appears to have a positive effect on learning
Bangert-Drowns et al., 2004; Biancarosa & Snow, 2006). Its effects are difficult to
measure; however, research from multiple instructional writing programs were found
beneficial for students with disabilities (Schumaker & Deshler, 2003). The effects were
mainly noticed on the standardized tests required by the state.
Teachers should add technology for variety (Christmann, Badgett, & Lucking, 1997;
Clark, 2006), assess students often, and adjust instruction accordingly (Biancarosa &
Snow, 2006; Lester, 2003; Taylor, 2008). Secondary students are more interested in CAI
than traditional methods of instruction. CAI not only holds students’ attention but also
improves academic achievement (Christmann et al., 1997; Clark, 2006).

All of the

instructional elements described are incorporated into the READ 180 program.
Infrastructure elements. Principals are responsible for establishing the infrastructure
required to enable higher teacher and student performance. Principals should schedule
extended reading blocks for struggling readers (Biancarosa & Snow, 2006; Taylor, 2008).
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Principals’ role in creating effective instructional environments is related to the
availability of professional development opportunities for the teachers. Principals should
attend and provide professional development for teachers (Kinnucan-Welsch, Rosemary,
& Grogan, 2006; Putman, Smith, & Cassady, 2009). Teachers need learning experiences
that are tailor-made to suit their curriculum, resources, and students’ needs (KinnucanWelsch et al., 2006; Putman et al., 2009). Lester (2003) explained the positive reception
of teachers to professional development programs and the positive impact on students,
when teachers present new ideas with enthusiasm. Teachers need opportunities to
collaborate with each other to share their ideas, what works, and what does not seem to
work (Biancarosa & Snow, 2006; Taylor, 2008).
Principals should evaluate students’ progress and the program often (Biancarosa &
Snow, 2006; Taylor, 2008), help teachers form collaboration teams (Titone, 2005), and
promote leadership among the teachers (Birky, Shelton, & Headley, 2006). Most
importantly, principals should coordinate the resources and monitor the implementation
of the program. Titone (2005) suggested this can be accomplished with the use of
teacher-teams. Titone also stated that team-teaching is proven effective in inclusion
classrooms where the needs of the students are diverse and a variety of instructional
methods are employed. Collaboration between general and special education teachers is
important. Principals can empower teachers to become leaders by providing
opportunities for leadership, encouraging decision-making, and being available as needed
(Birky et al., 2006; Taylor, 2008).
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Assumptions of READ 180
READ 180 was constructed based on several of the assumptions listed above.
Direct, explicit, instruction is the best method for improving the reading ability of
adolescent struggling readers (Rosenshine et al., 1996). Frequent progress monitoring
provides feedback to students and teachers, which improves instruction (Lester, 2003).
Individualized instruction is the best method for advancing the development of struggling
readers. An extended block of time, such as more than 60 minutes, for reading
instruction is best (Hong & Hong, 2009; Horner & Shwery, 2002). Adolescents enjoy
computer-assisted instruction (Christmann et al., 1997; Clark, 2006). Adolescents will do
more independent reading when the text is matched with their ability level (Christmann,
et al., 1997; Clark, 2006) and there is a variety of literacy texts (Biancarosa & Snow,
2006; Worthy et al., 1999). Whole-group discussion is beneficial for readers to gain
critical thinking skills (L. Fuchs et al., 1999). Reading comprehension is the most
important component in reading for adolescents (Franzak, 2006). In order for adolescents
to acquire adequate reading comprehension skills, proficiency in phonics, phonemic
awareness, vocabulary, and fluency skills should be mastered (McEwan, 2001; Tovani,
2000).
A Synopsis of READ 180
READ 180 is a research-based comprehensive reading instruction program for
improving reading achievement for older struggling readers in grades 4-12 (Scholastic,
2011). READ 180 is different from other reading programs because of its combination of
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whole-group, small-group, computer-assisted, and independent reading components.
Research on READ 180, as Fleishman (2004) pointed out, has reported positive gains for
all types of students, no matter which race or ethnicity, and whether they are considered
Limited English Proficient (LEP), from low SES families, or students with disabilities.
Participating students have been interviewed and stated their satisfaction with the READ
180 instructional reading program. Fleishman reported that 88% of the students admitted
a negative attitude toward reading prior to engaging with the READ 180 program.
Fleishman also stated that READ 180 and other reading programs geared toward
increasing adolescent literacy should be a priority and will require funding for resources
and professional development for teachers.
The READ 180 program is used as a Tier 2 intervention in the RTI model for
students who are not performing on grade level and at the same rate as their peers.
READ 180 is an intervention designed to remediate students who were either not
identified or did not qualify for special education and for students who are not able to
maintain satisfactory progress in reading. The READ 180 program is used as a Tier 2
intervention in DCPS in Florida in the intensive reading courses to meet the individual
needs of students. READ 180 requires teacher-guided small and large discussion groups
designed to engage adolescents and improve reading comprehension and also uses
computer-assisted reading instruction. READ 180 is designed for smaller classes,
usually 21 students or fewer, where each student rotates through a CAI format
(Scholastic, 2011). In DCPS the READ 180 program is set up for 90 minutes of
instruction which includes 20 minutes for whole-group discussion, 20 minutes for
small-group discussion, 20 minutes with computer-assisted instruction, 20 minutes of
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independent silent reading, and ending with a whole-group wrap-up discussion (10
minutes).
Empirical Evidence on the Impact of READ 180
Scholastic (2009) compiled a Compendium of READ 180 Research from studies
that were completed in schools with the use of READ 180 and students in need of
remediation. The following reports of specific studies were either independently
initiated, Scholastic initiated, or district initiated. Studies with specific authors were
independently initiated. Studies referenced with Scholastic (the creators of READ 180)
were initiated by Scholastic. Studies have been completed within school districts and
were initiated by that district. Some of the studies used the state assessment as the gauge
of students’ achievement growth. What Works Clearinghouse and the Johns Hopkins
University’s Center for Data-Driven Reform in Education have analyzed and compiled
analyses of READ 180 research studies.
Analysis of What Works Clearinghouse
The Institute of Education Sciences, as part of the US Department of Education,
researched and analyzed adolescent literacy studies which were based on the
implementation of READ 180. There were seven studies that met the What Works
Clearinghouse (WWC) “evidence standards with reservations” (WWC, 2009, p.1). Six of
the seven studies used the quasi-experimental design, and the seventh study used a
randomized controlled design. All of the studies were limited in that the results were
reported after only one year of the implementation of READ 180. The effect size stated
45

for each report was established with the Hedge’s g method which differs slightly from
Cohen’s D in that Hedge’s g uses the square root of the degrees of freedom to compute
the pooled within-group SD, and Cohen’s D uses the square root of the sample size
(WWC, 2010).
Of the seven studies, the oldest referenced report was completed by Interactive,
Inc. (2002). In two states, Ohio and Texas, 11 middle schools in seven districts
implemented READ 180 in two classrooms, and used two comparison classrooms. The
comparison classrooms were given the regular education curriculum. The schools in
Texas used the Stanford Achievement Test (SAT-9) Total Reading score as the pre- and
posttest measure. The schools in Ohio used only the Reading Comprehension subtest
score as the pre- and posttest measure. According to Interactive, Inc., no statistically
significant differences were noted between groups, however, the participants of the
READ 180 group showed positive improvements above the levels of the comparison
group, with a medium effect size of .33.
In chronological order, the next reported study was completed by White, Williams,
and Hasalem in 2005, with 16 schools in New York. Students were in fourth, sixth, and
eighth grade, 85% were African-American, and 90% were from low SES families. The
reading pretest was developed by CTB/McGraw-Hill for the city of New York, which
also aligned with the state’s DOE standards assessment for each grade level.
Comparisons between the treatment and control group were made using students with
matched achievement levels. Consistent with Ohio and Texas results, no statistically
significant differences were noted between groups. In fact, negative results were found in
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fourth, sixth, and eighth graders who were matched as scoring at the lowest level of
achievement. The effect size among the groups was .08.
Within the Phoenix Union High School District in Arizona, White, Haslam, and
Hewes (2006) completed a study with ninth grade students. The READ 180 students in
three consecutive school years were matched with nonparticipants. The first and second
years, the pretest measure was the Reading Comprehension subtest from the SAT-9.
Arizona’s DOE standards assessment was used as the posttest measure the first year only.
The Terra-Nova reading scores were used as the pre- and posttest measure for the third
group as well as the posttest measure for the second group. The only statistically
significant finding was noted with the second group’s posttest scores as measured by the
Terra-Nova, in favor of the READ 180 students. Phoenix Union High School District in
Arizona reported gains for ninth grade ELL students and students who scored below the
33rd percentile for their grade level (White et al., 2006). All other posttest scores
indicated positive growth effects for the READ 180 students above the comparison
group, but not a statistically significant difference, with a small effect size of .18.
Two of the seven studies were completed with a majority of ELLs. Haslam, White,
and Klinge (2006) completed one in Austin, Texas, with seventh and eighth grade
students who were reading below grade level. Out of all of the students who participated
in the READ 180 program, 89% were ELLs, with only 73% ELL students in the control
group. The Texas Assessment of Knowledge and Skills (TAKS) Reading Test was used
as the pre and posttest measure. Results were not statistically significant and showed
minimal positive improvement for the READ 180 group, with a small effect size of .14.
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The other study was completed by Scholastic (2009) with more than 58% of the students
as ELL. The setting was Desert Sands United School District in California with sixth,
seventh, and eighth graders. A one-to-one matching was used based on the pretest, which
was also the posttest, the California Standards Test, English Language Arts (CST-ELA).
Results indicated statistically significant positive improvement for the participants of
READ 180, with a medium effect size of .45.
Much smaller positive improvements were reported for a study with mostly
African-American middle school students in Virginia who were randomly assigned to
participate in READ 180 over the three years of the focused research (Woods, 2007). The
pre and posttest measure was the Degrees of Reading Power Test, which requires the
student to read a sentence and choose the correct word from four or five options. Results
indicated little improvement for the participants of the READ 180 program, with an
effect size of 0.05.
Conversely, the seventh and most recent study was conducted by Lang et al. (2009).
Seminole County in Florida implemented READ 180 with high school students during
the 2005-06 school year and indicated statistically significant results. FCAT levels of
one and two were used as the placement criteria. Participants were ninth grade students,
from seven high schools, who were randomly assigned to three different treatment
conditions or a control group. One of the treatment groups was the READ 180 program.
The FCAT was used as the pre and posttest measure and indicated a negative
improvement for students with the highest risk of failure. Results indicated 25% of the
students gained one reading level. One-third of the Level 1 students gained one reading
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level, one-eighth of all Level 1 and 2 students were able to gain passing levels of
proficiency (≥ Level 3) on the FCAT. The letter grade assigned to schools, based on their
students’ achievement scores, according to the Florida Department of Education
standards, in six out of seven of the schools also improved (Scholastic, 2009). A
statistically significant result was reported for students with moderate risk, with a
medium effect size of .26 (Lang et al., 2009).
Most of the previous studies reported positive results for adolescent struggling
students participating in the READ 180 program (WWC, 2009), but not statistically
significant findings. Four of the studies completed with middle school students reported
positive gains, but the results were not statistically different between those who
participated in READ 180 and the control groups. Two of these studies used a majority
of African-American students who were also from low SES families and reported the
smallest effect sizes (White et al., 2005; Woods, 2007). One of the studies was
completed by Scholastic (2009) with middle school ELL students and reported
statistically significant results. Two studies completed with students in high school
reported only statistically significant results for students with moderate risk; students
with the highest risk of failure showed no improvement (Lang et al., 2009; White et al.,
2006).
Johns Hopkins University’s Center for Data-Driven Reform in Education
Many other studies have been completed by independent researchers, within school
districts, and by the creators of READ 180, Scholastic Inc. The Johns Hopkins
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University’s Center for Data-Driven Reform in Education considers studies of highquality if the studies used randomized or quasi-experimental designs, were at least 12
weeks in duration, and have an adequate sample size. Slaven, Cheung, Groff, and Lake
(2008) identified four additional studies of READ 180 which used randomized or quasiexperimental designs, were at least 12 weeks in duration, and had an adequate sample
size. Slaven et al. reported mean effect sizes which were also calculated according the
WWC standards. Therefore, these next four studies are considered of high-quality by The
Johns Hopkins University’s Center for Data-Driven Reform in Education.
The first study, using chronological order, was a large-scale study completed in
California during the 1999-2000, and 2000-01 school years and reported by Papalewis
(2004). The Normal Curve Equivalent (NCE) scores were computed, which are used to
analyze Title I students’ progress. One point is attributed to one semester; therefore, a
growth of two points is expected each school year. Results indicated yearly gains of two
to three NCE points by about 35% of the eighth grade students who participated in the
READ 180 program. When students participated in READ 180 for two years in a row,
there were no declines in the Scholastic Reading Inventory (SRI) scores (Scholastic,
2009). The report indicated that students needed the on-going implementation of the
reading program because the students’ progress showed declining SRI scores without it.
Also reported were the declining scores of students who had not participated in the
reading program. Of special note is the ELL students also made great gains.
Great gains were not the case with the students in Little Rock, Arkansas, who were
mostly African-American sixth through ninth graders. According to Mims, Lowther,
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Strahl, and Nunnery (2006), the students participating and non-participating in READ
180 were well-matched on demographic information and grade level. The Arkansas
Benchmark Exams (ABE) and Iowa Tests of Basic Skills (ITBS) were used to measure
achievement. The control group made gains on the ITBS with a mean effect size of 0.17.
The ABE results were similar. The READ 180 students’ achievement yielded a mean
effect size of -0.12 across all grade levels.
Similar results were reported by Caggiano (2007) from a study completed in
southeastern Virginia with mostly African-American students in sixth through eighth
grades. The students were matched on demographics, grade level, and gender, as well as
their Scholastic Reading Inventory (SRI) pretest. The Virginia Standards of Learning
Test was used as the posttest. Students in sixth, seventh, and eighth grades had an overall,
very trivial, mean effect size of 0.01. Only the sixth grade students achieved positive
gains with an effect size of 0.64. Reported the same year, with statistically significant
results, was a retrospective study completed by Nave (2007). Nave analyzed the impact
of READ 180 on fifth and seventh grade at-risk students by comparing the results for
students who participated in READ 180 with the results for non-participants. The
students were 94% White and from families with low SES. The Tennessee
Comprehensive Assessment Program (TCAP) was used as the outcome measure, and the
reading improvements were considered statistically significant with a mean effect size of
1.58.
The four reports chosen by the Johns Hopkins University’s Center for Data-Driven
Reform in Education focused on students from low SES families, African-American and
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at-risk students. The Mims et al. (2006) and Woods (2007) studies reported no
significant gains with participants that were mostly African-American. The report by
Papalewis (2004) indicated positive gains for English language learners and for students
who participated in the program for two consecutive years. These results support the
research which states that additional time given to systematic reading instruction,
effective resources such as computers, and opportunities to practice reading will improve
students’ reading performance (Hartry, Fitzgerald, & Porter 2008). The next set of READ
180 studies completed within Florida school districts indicated positive growth in
reading, as assessed by the FCAT.
Schools in Florida
Some of the school districts in Florida have contributed to the research for READ
180 with high school students. Most of these studies have used the FCAT as the
measurement of students’ growth. Orlando, Florida, was used for the pilot study in 1999
(Scholastic, 2009). Since then, other counties have used the reading program and
analyzed their results. Santa Rosa County School District (2004) first implemented
READ 180 during the 2001-02 school year. Students were placed according to their
FCAT level in reading. After significant success at one high school, during the 2002-03
school year, two more high schools implemented the program. When data were analyzed
and students’ gains were compared, those who had not participated in READ 180 showed
smaller gains. For ninth and tenth grade students in Florida there is an expected
developmental scale score gain of 78 points per year on the FCAT for reading. Students
in the program made 18 to 21 developmental scale-score point gains, whereas, students
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not participating in the program only made -5 to 6 point gains (Santa Rosa County School
District, 2004).
Martin County schools implemented READ 180 in three of their middle schools and
analyzed its effects with disaggregated groups of African-American, Hispanic, and White
students (Scholastic, 2009). Scholastic reported FCAT DSS average gains for each group:
African-American gains of 221 points, Hispanic gains of 115 points, and White gains of
187 points. The expected yearly DSS gains for students in grades six to eight is 92 to 133
points, respectively.
Miami-Dade County had several schools in need of improvement. Eleven of these
were middle schools, used for implementing the READ 180 program (Aguhob, 2007).
Eight of the 11 schools increased a letter grade, while the other three remained the same.
Results indicated 68% of the students gained one reading level; 27 % of all Level 1 and 2
students gained more than one level in reading as measured by the FCAT. None of these
three Florida studies met the WWC evidence standards because the studies did not use a
comparison group (WWC, 2009). However, these three studies were included to show
implementation of READ 180 in Florida and report the positive effects of READ 180 on
the reading DSS of the FCAT.
In summary, all of the studies recognized as high-quality (Scholastic, 2009;
WWC, 2009), indicated positive results for READ 180, but not all indicated statistically
significant results. Only two out of 12 studies focused on high school students and
indicated statistically significant results. Some studies not considered of high quality
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were included to provide information about READ 180, which focused on
implementation, and one reported results disaggregated by race. Multiple states, schools,
settings, and grade level research reports have contributed to the evaluation of the READ
180 program. Most reports indicated positive growth for regular education students but
not statistically significant differences between treatment and control groups.
The statistically significant results were reported for students with moderate risk;
students with the highest risk of failure showed no improvement (Lang et al., 2009; Nave,
2007; White et al., 2006). There is significant positive support for the program when
students are working slightly below grade level (Lang et al., 2009). There was no
improvement found for students who were significantly below grade level (Lang et al.,
2009). There were no positive improvement results reported for students who are at the
highest risk of failure and already identified with a reading disability. This is consistent
with other research conclusions about students with disabilities and response to
interventions (White et al., 2005). Students who are already identified and receiving
support in special education do not respond well to interventions that are designed to help
non-special education students (Denton et al., 2006; Torppa et al., 2007). Obviously,
with all students and types of instruction, there are various responses to interventions.
Students will respond differently, according to their level of need (Menzies et al., 2006).
Conclusion
As stated in this chapter, policies pertaining to disadvantaged students, reading
research, adolescent literacy, and READ 180 studies with its initiations, implementations,
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integrations, and stipulations address some of the questions of how, what, and why
changes in education are necessary to promote student achievement.
In summary, the federal role in education is minimal in terms of financial support,
but the U.S. Department of Education is the channel of communication for the mandates
from which states pattern their instructional directives to school districts and sets the
standards for student achievement. At present the federal policies that drive education,
the NCLB Act and IDEA, are promoting higher standards for teaching and student
achievement (US DOE, 2004). Because of this, educators need a more effective way to
monitor student achievement and provide interventions for struggling learners; therefore
RTI is being implemented nationally (Batsche et al., 2005). Teachers are providing a
more concentrated focus on the learners’ specific needs.
Students who attend urban schools are more likely to be disadvantaged in terms of
resources and experiences, and are more likely to drop-out (Borg et al., 2007). Students
who do not receive early interventions in specific areas of reading difficulties are less
likely to maintain satisfactory academic progress and more likely to drop-out (Hock et
al., 2009). The response to intervention framework is to provide early detection,
intervention, and prevention of academic failure (Torgesen, 1998). The RTI framework
is designed to ensure that all students who need early intensive interventions receive
them. Students who struggle academically will receive intensive interventions without
waiting for the more formal process of a psychological evaluation of their cognitive
ability.
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Several reading interventions have been created, implemented, and evaluated for
use with students with reading difficulties. Early elementary interventions have been
researched and found advantageous for students in kindergarten and first grade (Simmons
et al., 2008: Vaughn et al., 2009). More research is needed to determine the most
effective interventions for students in secondary schools. Students with reading
difficulties are more easily remediated with strategies that will strengthen their
weaknesses than students identified with reading disabilities (Torgesen et al., 2007). The
RTI framework is designed to help teachers make choices among Tier 2 interventions to
strengthen a weakness or a Tier 3 intervention, which is a more intensive intervention
such as special education, to aid students with disabilities.
READ 180 is presently being implemented as a Tier 2 intervention with
adolescent struggling readers across the nation. Multiple studies have been completed;
few have met the expectations of the WWC and The Johns Hopkins University’s Center
for Data-Driven Reform in Education, which hold high standards for effective research
designs and valid results (Slaven et al., 2008; WWC, 2009). These studies indicated
positive growth for participants in READ 180, but the only statistically significant
differences between treatment and control groups were noted for ninth grade ELLs in
Arizona, middle school ELLs in California, and ninth grade students in Florida.
Statistically significant results were reported for students with moderate risk (Lang et al.,
2009). Students who need intensive reading interventions or are already identified with a
reading disability were less likely to show any growth after participating in the READ
180 program (Lang et al., 2009; Nave, 2007; White et al., 2006).
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Therefore, as school district personnel seek viable solutions to the problem of
students who may be left behind, there is a need to know which interventions are best
suited to meet the needs of the adolescent struggling reader. The present study of READ
180 is a contribution to the research and knowledge of what instructional interventions in
reading will support and advance the achievement levels of struggling adolescents.
In the next chapter, the research problem, questions, design, and methods are
described. There is a need for more research about adolescent struggling readers and
their participation in interventions created to remediate areas of weakness. This present
study will help meet this need by analyzing an intervention that is being used for
struggling readers at the secondary level. The analyses will also provide relevant
information pertaining to the specific demographics of the students who are participating
in the standard protocol intervention which is READ 180 in the middle and high schools
in DCPS, in Florida.
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Chapter 3 - Methodology
Because Florida policy requires that tenth grade students show evidence of reading
proficiency in order to attain a high school diploma, this present study investigated the
impact of READ 180 on the reading proficiency of adolescent struggling readers. There
is a need to know what instructional interventions are most advantageous for adolescent
struggling readers. Extensive research has been completed in reading, but fewer studies
with adolescents. A retrospective research design was chosen in order to assess the
impact of the READ 180 program on adolescent struggling readers. All of the student
data was taken from a population consistent with urban schools and higher percentages
of drop-outs. A concept map is provided to show the placement of students into the
READ 180 program. The developmental scale score (DSS) of the FCAT is described.
The present study employed multiple regression and logistic regression models to
answer the research questions of whether or not READ 180 is beneficial for adolescent
struggling readers. For the multiple regression, the DSS of the FCAT was used as a ratio
variable and the impact of READ 180, minority status, SES, and learning disability was
assessed by the strength of the relationship. In the logistic regression model, the impact
of READ 180 was assessed by whether the students gained the minimum expected
yearly growth in reading for their grade level. For 10 th grade students, the minimum
DSS expected yearly growth in reading is 78 points. Therefore, if READ 180 is
beneficial for adolescent struggling readers, these students should be gaining at least the
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minimum DSS yearly growth. However, there are other variables that influence whether
or not students are successful that include minority status, which is a student’s
race/ethnicity identified as other than White ; low SES, which is indicated by a student’s
qualification for free or reduced lunch; and ESE, all students with disabilities.
Participation in READ 180, minority status, from low SES families, and students with
disabilities are the predictor variables used in the analyses.
Research Design and Questions
The problem addressed by this present study is the policy that Florida requires 10th
grade students to show evidence of reading proficiency in order to attain a high school
diploma. With the NCLB Act, IDEA, and RTI emphasizing the need for students to gain
proficiency scores in reading and math and Florida’s policy requiring proficiency in
order to attain a regular high school diploma, remediation of adolescent struggling
readers has expanded. At present, more reading research is being conducted with
adolescents in need of intensive interventions. There may be other variables that
correlate with reading difficulties. These other variables may include minority status,
low SES, and students with disabilities.
This quantitative retrospective study investigated the impact of READ 180 on
adolescent struggling readers who achieve a Level 2 on the FCAT. Students are
identified as either gaining a full year’s reading growth or not, according to their DSS.
The DSS was used to analyze the impact of READ 180 on adolescent struggling readers.
Although this study examined the impact of READ 180 as measured by the DSS of the

59

FCAT, the strength of other demographic variables was also analyzed: minority status,
from low SES families, and learning disability.
Two research questions guided the analyses of the impact of the READ 180
intervention on adolescent struggling readers who score at Level 2 on the FCAT.

RQ1 (The relationship question): To what extent can students’ FCAT reading
developmental scale scores be predicted by participation in READ 180, minority
status, SES, and disability status?

RQ2 (The probability question): What is the probability that a student will be
successful, as depicted by at least minimum growth on the FCAT DSS reading
scores, when participation in READ 180, minority status, SES, and disability
status are used as predictors?

In order to answer the relationship question, the dependent variable (reading DSS
of the FCAT) was used in the form of a continuous variable for the multiple regression
(Hair, Black, Babin, Anderson, & Tatham, 2006). The same four predictors, participation
in READ 180, minority status, from low SES family, and disability status used in the
multiple regression analysis were used in the logistic regression model as well.
In order to answer the probability question, each variable was transformed into a
dichotomous variable to facilitate the use of the logistic regression model (Huck, 2000).
The FCAT DSS, the dependent variable, consisted of yes or no (indicated by a score of or
0) to indicate whether the student obtained or did not obtain the minimum expected
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yearly growth of 78 points. The main predictor variable was participation in the READ
180 program. READ 180 and content area reading-development (DCPS, 2009) as a
predictor were labeled as a 1 or 0 respectively. Each case was labeled with a 1 or 0 to
denote yes or no if a student belongs in a particular category such as participation in
READ 180, minority status, from low SES family, and student with disabilities. The final
analyses indicated the impact of READ 180 on adolescent struggling readers who have
specific characteristics, identified as predictors, which are prominent within DCPS.
Justification of Predictor Variables
According to the literature review, the predictor variables were chosen for these
analyses because of their possible significant influence on the students’ reading growth as
measured by the DSS of the FCAT. Participation in READ 180 can yield positive
achievement for adolescent struggling readers (Lang et al., 2008; Mims et al., 2006;
Nave, 2007; Papalewis, 2004; Scholastic, 2009; White et al., 2006; Woods, 2007).
African-American and Hispanic students are more likely to be left behind due to lack of
resources, and experience academic difficulties (Altshuler & Schmautz, 2006; Borg et al.,
2007; Ikpa, 2003; O’Connor & Fernandez, 2006; Wasonga et al., 2003). Students from
low SES families are more likely to have behavior problems, to have lower GPAs, and to
drop out of school (Borg, et al., 2007; O’Connor & Fernandez, 2006; Suh & Suh, 2007;
Suh et al., 2007; Wasonga et al., 2003). Students with disabilities are less likely to be
successful at the secondary level, respond to needed interventions, and respond
differently to interventions according to their needs (Denton et al., 2006; Menzies et al.,
2008; National Joint Committee on Learning Disabilities, 2008; Torppa et al., 2007).
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Setting
The accessible population used for the present study was 10th grade high school
students in Duval County Public Schools (DCPS) in Jacksonville, Florida. DCPS is the
fifth largest school district in Florida with more than 123,000 students (DCPS, 2009).
There are 19 comprehensive high schools and one alternative school for students with
multiple behavioral infractions where the READ 180 instructional program has been
implemented. Students’ FCAT DSS information and demographic information were
needed in order to designate students’ minority status, low SES, and with disabilities. In
DCPS, students’ Race/Ethnicity is categorized into White, African-American, Hispanic,
Asian/Pacific Islander, American Indian/Alaskan, Multiracial/Ethnic, and Unreported
Race/Ethnicity. For the purpose of this study minority status was defined as any
race/ethnicity other than White. Students’ SES status is categorized by whether the
student receives free or reduced lunch. Students with disabilities category are students in
Exceptional Student Education, but not considered as gifted.
DCPS has a unique set of demographics when compared to other counties that
have studied the appropriateness of the READ 180 program. DCPS (2011) has a larger
percentage of minority students (about 50%), as well as a larger percentage of students
from low SES families (about 40%), than most Florida school districts. Therefore, these
demographic issues may limit or enhance the possibility of generalizing the results to
other school districts. This study explored the strength of the READ 180 program and
the embedded concepts of extended, explicit, differentiated reading instruction for
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adolescent struggling readers. School grades as assessed for the school year 2009-2010
were also analyzed.
Florida’s Department of Education constructed a school grading system in 1999
(FL DOE, 2010b). Changes have been made to the scales over the years, but the majority
of the school grade is based on the FCAT and student learning gains. For high schools in
Florida, 50% of the grade is based on FCAT results and 50% is based on the combination
of graduation rates for regular and at-risk students, accelerated coursework participation,
accelerated coursework performance, and postsecondary readiness. At-risk students are
identified as those who gain a Level 1 or 2 on either the reading or math on the FCAT in
eighth grade. The graduation rate is based on the percentage of students who graduate
within four years after entering ninth grade. Accelerated coursework participation and
performance is based on students taking exams in advanced placement (AP), international
baccalaureate (IB), advanced international certificate of education (AICE), an industry
certification (from an academy), and dual enrollment courses.
The AP, IB, ACIE, industry certification, and dual enrollment courses are all
available in DCPS (FL DOE, 2010). Students must evidence successful completion of the
course and final exam with a grade of C or better. Ten of the 20 comprehensive high
schools in DCPS offer AP courses. Only two of the high schools in DCPS offer courses
to prepare students to take an industry certification exam. Six of the high schools offer
the IB program, four offer the AICE curriculum, and four others offer dual enrollment
courses. The AICE curriculum prepares students for college. Dual enrollment courses
afford students the opportunity to complete college-level courses for free, while still in
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high school. The IB is academically challenging and prepares students to compete
internationally. Two of the schools have the AP courses and an IB program.
Participants
Data collection came from archival data of students who gained a Level 2 in 2009 on
the ninth grade FCAT and took the 10th grade FCAT in 2010. All 10th grade Level 2
students are divided according to their oral reading fluency skill level, after being
matched according to their FCAT level. According to the FL DOE student performance
results from the FCAT in Duval County, there were 2,251, Level 2 ninth grade students
in 2009 who also completed the FCAT reading test in DCPS in 2010 (FL-DOE, 2010b).
There were 1,471 students who had minority status, 910 in the low SES category, and
172 were labeled students with disabilities. All 10th grade participants of the READ 180
course were used for this analysis as well as all 10th grade Level 2 students who were
fluent readers and assigned to the CAR-D course. In Florida, students who were ranked
at Level 1 on the FCAT are assigned to an intervention reading program. Disfluent Level
2 students are assigned to an intervention reading program, while fluent readers receive
reading strategies in the CAR-D course. Figure 1 depicts the distribution of students.
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Figure 1. Distribution of struggling readers for participation in READ 180.
An extension to the exploration of the variables included determining the level of
success at each school based on the overall grade the school achieved and received from
the state (DCPS, 2011). From the FCAT results for 2010, six schools attained a grade of
A, two schools were rated with a B, and only one school earned a C. Only one school was
rated with an F, and 10 schools received the grade of D. Results of the analysis completed
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to determine which schools had the most Level 2 students who attained the minimum
yearly gain on the DSS in reading on the FCAT will be presented in the next chapter.
Implementation of READ 180 in DCPS, Florida
In DCPS, READ 180 is used as a Tier 2 intervention for students who only gain a
Level 1 or 2 on the FCAT and are considered disfluent (DCPS, 2009). The program is
set up to require 90 minutes of instruction in reading, and includes 20 minutes for wholegroup, 20 minutes in a small-group, 20 minutes with computer-assisted instruction, 20
minutes of independent silent reading, and a whole-group wrap-up consisting of 10
minutes. READ 180 is expected to help students advance in reading comprehension,
making inferences through critical thinking. The small class size, which in Duval County
is 21 students, aids the ability of the teacher in delivering, and students in receiving,
individualized instruction and feedback.
Data Collection and Instrumentation
All of the students have an FCAT DSS (FL-DOE, 2001). The FCAT scores are
considered valid and reliable for assessing reading in alignment with the Sunshine State
Standards (SSS). The reliability is highly consistent according to Cronbach’s alpha
coefficient of .88 for the 10th grade FCAT reading. The FCAT correlates with another
norm-referenced test (Stanford 9); the content is consistent with the SSS, and measures
the intended skills (FL-DOE, 2001). The DSS of the FCAT was used as the dependent
variable. Predictor variables included participation in READ 180, minority status, low
SES, and students with disabilities. This present study is based on the research which
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suggests that extended, explicit, differentiated reading instruction is the best intervention
for improving the achievement level of adolescent struggling readers, with the READ
180 program used as the intervention. A formal request for student data was submitted
to the Instructional Research and Accountability department at Duval County Public
Schools in Jacksonville, Florida (DCPS, 2009).
Developmental Scale Scores
Developmental scale scores (DSS) are reported for all students who take the
FCAT (FL-DOE, 2001). The DSS are assigned to the Sunshine State Standards for each
grade level, and range from 100 to 500. The DSS begin at zero in the third grade, and
extend as high as 3000, in 10th grade. For the reading portion of the FCAT, 10th grade
students are expected to make gains of at least 78 points in a year. Students may need to
achieve larger gains to move up from one level to another because there are about 200
points within a level, except for Level 1 with nearly a 1000- point range, and Level 5
with a 700- to 800- point range. Students who are behind academically, and have been for
multiple years, may have a very difficult time achieving a higher level.
Students who achieve a Level 1 in third grade need to achieve the expected yearly
gains, or they will not be able to achieve a Level 3 in 10 th grade. An inability to achieve
beyond the expected yearly gains is consistent with the research, which states that
students who have not received early intensive interventions in kindergarten and first
grade, nor made gains by third grade, comparable to peers, will not catch up to peers
(Borg et al., 2007; Flowers et al., 2001; Hock et al., 2009). Unfortunately, students who
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obtain a Level 1 on the FCAT in 3rd grade and do not make all of the minimum yearly
gains will not be able to make a proficiency Level 3 on the FCAT in 10th grade.
Therefore, there is a need for a Tier 2 intervention, such as READ 180, that might
accelerate the academic growth rate for adolescent struggling readers.
Treatment of the Data
Descriptive statistics were used to provide information about the data. A table is
included in the results to indicate the distribution of students into the groups that are
designated for the independent variables: race/ethnicity, SES, learning disability, and
participation in READ 180. Statistical significance levels (alpha) for the results of the
multiple regression and logistic regression analyses were set at .05, the most widely used
decision level (Hair et al., 2006). The dependent variable was used as a metric variable
with ratio-scale measurement in the multiple regression analysis and as a nonmetric
dichotomous variable in the logistic regression model. The independent variables were
used in the form of nonmetric “dummy” variables.
Data Analysis Using SPSS
The Statistical Package for the Social Sciences, 19th Edition (SPSS) was the
computer software used to analyze the variables used in the multiple regression and
logistic regression models. Multiple regression was used to explain the strength of READ
180 to reading achievement as measured by the DSS of the FCAT. The null hypothesis
states that there is no influence of the predictor variable shared with the criterion variable.
The regression coefficients explained the proportion of variance each predictor variable
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had on the criterion variable (Hair et.al, 2006). Multiple regression assessed the four
predictor variables independently to determine each variable’s impact on reading
achievement.
Multiple regression assessed the independent variables’ effects on the dependent
variable. First, the homogeneity-of-slopes tested the independent variables to make sure
they did not have a significant interaction. The strength of the relationship between
participation in READ 180, minority status, SES, learning disability and the DSS of the
FCAT was assessed by the regression coefficients (Hair et al., 2006).
The logistic regression model was used because it is most useful when the
dependent variable is dichotomous, with only two values to predict (Huck, 2000) such as
whether or not a student gained the minimum DSS on the FCAT. There were no
numerical values to predict, other than the probability (p) that a particular case would be
classified in a certain category. So there is a binomial distribution not a linear distribution
as in discriminant analysis and multiple regression. A maximum likelihood method (ML)
maximizes the prediction probability of the dependent variable Y based on the predictor
variables X. Logistic regression has coefficient b which indicates the amount of influence
an X has on the Y. Logistic regression can be used to predict the probability that a case
will be included in the target group, and results are stated in the form of an odds ratio
(OR). There are some assumptions of logistic regression (Huck, 2000):
There is a binomial probability, only two values to predict.
The dependent variable is dichotomous (is/is not).
The predictor variables are not required to be any specific type.
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A large sample is required, with best results obtained with at least 50 cases per
predictor variable.
Ethical Issues
An Institutional Review Board (IRB) approval was obtained from the University of
North Florida (UNF), as well as Duval County Public Schools (DCPS). The IRB at UNF
approved this study and form of data collection prior to submitting the request for DCPS
permission (see appendix A). All of the participants’ data were used solely for the
purpose of the study and made available by permission from the Instructional Research
and Accountability department at Duval County Public Schools in Jacksonville, Florida
(see appendix B). The primary way the participants’ identity was protected is the data
did not contain any identifying information. This assured that identities were not known.
Data were stored on a password locked computer and not kept for any purpose after the
study and analyses were completed.
Limitations and Assumptions of the Study
The limitations of the present study included the fact that the students all come
from the same school district and are of predominantly minority status and from low
SES families. Therefore, there is restricted generalization. The present study was not
created with an experimental or quasi-experimental design; there was no control group.
The focus is on only one grade level and using data from only one year of
implementation of the intervention. There is an assumption that the students put forth
their best effort when taking the FCAT. There is only one dependent variable, the
reading score on the FCAT, whereas multiple dependent variables may yield a more
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precise view of the performance levels of students. Florida Assessment for Instruction in
Reading (FAIR) assessment data and the Scholastic Reading Inventory (SRI) of the
READ 180 program could have been used as well. There is an assumption that the
teachers’ instruction and students’ effort in the classroom were acceptable.
Conclusion
The purpose of this present study was to investigate the impact of READ 180 on
adolescent struggling readers. Demographic characteristics were controlled in order to
ascertain the strength of READ 180 more precisely. Florida’s DOE policy requires 10th
grade students to show evidence of reading and math proficiency, assessed by the
FCAT, and therefore makes it more difficult for struggling readers to attain a diploma.
Reading interventions are needed to remediate students with reading difficulties. More
research is needed to determine the best instructional methods for this task. Therefore,
this present study fills a gap and informs educators about one of the suggested methods,
the READ 180 program.
The methodology for this research was chosen based on the research questions. The
retrospective research design and use of multiple regression and logistic regression
model are consistent with the purpose. The multiple regression analysis explained the
strength of the relationship between each independent variable on the dependent
variable. The logistic regression model investigated the impact of READ 180 on
adolescent struggling readers’ achievement as assessed by the FCAT DSS. This study
explored whether students’ demographic characteristics or academic instruction,
specifically READ 180 have a greater impact on reading achievement. Students who are
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unable to achieve positive reading growth may be in need of a different or more
intensive intervention.
The next chapter explains the results of the analyses completed with the multiple
regression and logistic regression models. Included are the descriptive statistics,
frequencies and percentages of the demographics of the 10 th grade students who were
ranked as Level 2 on the FCAT in ninth grade.
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Chapter Four – Results of Data Analysis
This chapter presents information about the sample, data, and the results of
multivariate analyses used for this present study. The purpose of the present study was to
evaluate the impact of READ 180 on adolescent struggling readers’ achievement so
educators can make justifiable decisions about instructional strategies and interventions,
and prevent students from becoming discouraged and dropout. Hock et al. concluded that
students with reading difficulties who have not responded to early reading interventions
prior to high school are less likely to graduate. The research questions were well suited
for the quantitative analyses. The first research question explored the extent to which
students’ FCAT reading developmental scale scores can be predicted by participation in
READ 180, minority status, SES, and disability status. A multiple regression model was
used to determine the relationship of these predictors. The second research question
explored the probability that a student would be successful in obtaining the minimum
acceptable year’s growth on the FCAT developmental scale score in reading when
participation in READ 180, minority status, SES, and disability status are used as
predictors. A logistic regression model was used to determine the strength of the
relationship between predictor variables and gain in FCAT developmental scale scores.
Data Set
The data set was obtained from Duval County Public Schools (DCPS). Included
are the descriptive statistics, frequencies and percentages of the demographics of the 10th
grade students who were ranked as Level 2 on the FCAT in ninth grade. These 10th grade
73

students were evaluated and placed into the READ 180 intervention program if not
fluent, or, if considered fluent in reading, assigned to a content area reading development
(CAR-D) course. Students participated in the double-block of the READ 180 course in
place of other elective courses.
All students who scored a Level 2 on the reading section of the FCAT were
administered the Florida Assessments for Instruction in Reading (FAIR) to determine
whether they were fluent in reading or not. Two subtests were administered, word
analysis and mazes. These subtests measure vocabulary and reading comprehension. Cutscores were used to determine the students’ fluency levels. Subsequently, students who
did not meet the criteria for fluency were placed into the READ 180 course, whereas
students considered fluent were enrolled into the content area reading-development
(CAR-D) course. These courses are taught only by teachers who have attained the
certificate specific to the area of reading, or completed the professional development
courses in teaching reading comprehension strategies for the CAR-D.
After the approval for the proposal was received from the Institutional Review
Board at the University of North Florida, the request for data from Duval County Public
Schools was initiated. The requested data consisted of the developmental scale scores
(DSS) of all DCPS high school students who had taken the ninth grade reading section of
the Florida Comprehensive Assessment Test (FCAT), gained a Level 2, and subsequently
completed the 10th grade reading section of the FCAT. The dependent variable used in
the multiple regression was the 10th grade FCAT DSS in reading. The dependent variable
used in the logistic regression model, reading success, denoted whether or not the student
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achieved the minimum yearly expected growth in reading for 10th grade students, which
is 78 points in an individual’s developmental scale score. Predictor variables were
minority status, SES status, disability status, and participation in READ 180.
Variables
The target variable for the multiple regression was the DSS in reading on the FCAT
for the 10th grade students. Developmental scale scores are reported in the state of
Florida for all students who take the FCAT (FL-DOE, 2001). As seen in Table 1, the
developmental scale scores begin at zero in the third grade and extend as high as 3,000 in
10th grade. The FCAT DSS helps monitor students’ progress each year and should
increase accordingly. Developmental scale scores are connected to the Sunshine State
Standards. For the reading portion of the FCAT, 10th grade students are expected to
make gains of at least 78 points in a year. Students may need to achieve larger gains to
move up from one level to another because there are about 200 points within a Level,
except for Level 1 with nearly a 1,000 point range. Students who are behind
academically, and have been for multiple years, may have a very difficult time achieving
a higher level.
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Table 1
FCAT Reading Developmental Scale Scores
Grade
Level 1
Level 2
Level 3
86-1045
1046-1197 1198-1488
3
295-1314
1315-1455 1456-1689
4
474-1341
1342-1509 1510-1761
5
539-1449
1450-1621 1622-1859
6
671-1541
1542-1714 1715-1944
7
886-1695
1696-1881 1882-2072
8
772-1771
1772-1971 1972-2145
9
844-1851
1852-2067 2068-2218
10

Level 4
1489-1865
1690-1964
1762-2058
1860-2125
1945-2180
2073-2281
2146-2297
2219-2310

Level 5
1866-2514
1965-2638
2059-2713
2126-2758
2181-2767
2282-2790
2298-2943
2311-3008

Note: Table can be found at FLDOE website: Understanding FCAT 2.0

Previous research studies stated that students who have neither received early
intensive interventions in kindergarten and first grade, nor made satisfactory gains by
third grade, comparable to peers, will not likely catch up to peers (Borg et al., 2007;
Flowers et al., 2001; Hock et al., 2009). Unfortunately, all students who obtain a Level 1
on the FCAT in 3rd grade and do not make all of the minimum yearly gains will not be
able to gain a proficiency Level 3 on the FCAT in 10th grade. Therefore, there is a need
for a Tier 2 reading intervention that might accelerate the academic growth rate for
adolescent struggling readers.
Table 2
Grade level expected yearly FCAT DSS gain
3rd

4th

5th

6th

131

231

167

134

7th

8th

9th

10th

111 93

78

78

Total

=

1,023
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Predictor variables consisted of minority status, SES, disability status, and
participation in READ 180. The predictor variables were transformed into “dummy”
variables. Minority status is students identified as other than White (African-American,
Asian, Hispanic, and Multi-Racial), and was coded with a 1; White was coded with a 0.
SES is students from families with low SES who receive free or reduced lunch, and was
coded with a 1; the variable non-low SES was coded with a 0. Disability status is students
with learning disabilities, speech, language, visual, hearing, emotional and autistic, but
not gifted or intellectually disabled, was coded with a 1; students without disabilities
were coded with a 0. Students who were identified as gifted or intellectually disabled
were omitted due to the possibility of skewing the data.
Students who obtained a Level 2 on the reading section of the FCAT and were not
considered fluent in reading participated in READ 180. Participants in READ 180 were
coded with a 1; non-participants were coded with a 0. The yearly gain is the minimum
yearly expected growth in reading for 10th grade students, which is 78 points in an
individual’s developmental scale score, and the DSS was coded with a 1 if the student
attained the expected gain. The DSS scores of students who did not achieve the
minimum yearly gain were coded with a 0.
An extension to the exploration of the variables included determining the Level of
success at each school based on the overall grade the school received from the state
(DCPS, 2011). The school grades of A, B, C, D, and F were collapsed into two groups.
There were six schools awarded an A, only two schools rated with a B, only one school
rated as C, 10 were awarded a D, and one rated as F; therefore, the schools were divided
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into the upper and lower groups. Nine schools were awarded the grade of A, B, and C and
were placed in the upper group. The 10 schools awarded the grade of D and the one
school with an F were placed in the lower group. A review of the data was completed to
determine which schools had the most Level 2 students who attained the minimum yearly
gain on the DSS in reading on the FCAT.
Descriptive Statistics
Descriptive statistics provided in Table 3 indicate the distribution of students into
the groups who are designated for the independent variables: minority status, low SES,
ESE, and participation in READ 180. The dependent variable in the multiple regression
was the actual DSS of the FCAT, a metric variable with ratio-scale measurement. The
dependent variable, yearly expected gain, was transformed into a non-metric
dichotomous variable in the logistic regression model with only two values to predict,
whether or not a student gained the minimum DSS on the FCAT. The achievement of the
78 point minimum yearly gain, used to make decisions about students yearly growth in
reading was coded with a 1, less than the 78 points was coded with a 0. The independent
variables were also transformed into non-metric “dummy” variables.
Frequencies and percentages of the distribution of the CAR-D and READ 180
students are shown below in Table 3. The READ 180 program is used as a Tier 2
intervention in DCPS in Florida in the intensive reading course to meet the individual
needs of students. READ 180 requires teacher-guided small and large discussion groups
designed to engage adolescents and improve reading comprehension and also uses
computer-assisted reading instruction (CAI). READ 180 is designed for smaller classes,
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usually 21 students or fewer, where each student rotates through a CAI format
(Scholastic, 2011). In DCPS the READ 180 program is set up for 90 minutes of
instruction each day which includes 20 minutes for whole-group discussion, 20 minutes
for small-group discussion, 20 minutes with computer-assisted instruction, 20 minutes of
independent silent reading, and ending with a whole-group wrap-up discussion (10
minutes). There were 303 students in DCPS who participated in the READ 180 program
in 2010 and completed the FCAT reading in 2009 and 2010.
Content-area reading development (CAR-D) is a specified course placement for
students who receive a Level 2 on the FCAT and are considered fluent readers (Duval
County Public Schools, 2010). CAR-D teachers have completed specific reading
instruction professional development courses in compliance with Just Read, Florida
(2006). The practicum course requires documented observation and a portfolio of
experience in teaching reading comprehension strategies to students. Successful
completion of the professional development course provides the eligibility to serve as a
reading intervention teacher, and also fulfills the criterion for a highly qualified teacher.
Florida requires the implementation of intensive reading instruction for struggling
readers, which is considered the best solution for adolescents with reading difficulties.
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Table 3
Demographic description of FCAT Level 2 students

Variables

CAR-D

READ 180

Total students

Total Percent

Total Percent

Total Percent

Total students

1,948 86.5

303

13.5

2,251 100.0

School grade
A, B, C
D or F

764 39.3

197 64.0

1,184 60.7

106 36.0

1,290

57.3

961 42.7

Gender
Male
Female

941

48.3

156 51.5

1,097

48.8

1,007

51.7

147 48.5

1,154

51.2

1,242 63.8

229 75.6

1,471 65.3

Ethnicity
Minority
White

706 36.2

74

24.4

780 34.7

Socio-economic status
Non-low

1,169

60.0

172

56.8

1,341 59.4

Low

789

40.0

131

43.2

910 40.6

7.8

21

7.0

172

1,797 92.2

282

93.0

2,079 92.3

Exceptional education
ESE
Regular

151

7.7

Yearly gain
Yes
No

624

32.0

100

33.0

724 32.2

1,527

68.0

203

67.0

1,427 67.8

Note: n = 2,251. Data are based on 2010 DCPS results. There were 2,251 Level 2 students who
subsequently completed the 10th grade FCAT.
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Data Preparation
Initially, the data were prepared for the analysis by removing cases for which any
necessary variables were missing. The data set received from Duval County Public
Schools included 513 (18.4%) ninth graders who did not complete the 10th grade FCAT
the following year and 345 (13%) 10th graders who had not completed the ninth grade
FCAT. The students who did not complete the FCAT both years were omitted. Students
who attended other non-traditional high schools, such as charter schools, alternative
schools for students at-risk for dropping out, and juvenile justice schools with youth crisis
and development programs were omitted from the dataset also.
Multiple regression and logistic regression analyses were completed to determine
the impact of READ 180 on struggling adolescent readers. The Statistical Package for the
Social Sciences, 19th Edition (SPSS) was the computer software used to analyze the
variables in the regression models. Statistical significance levels (alpha) for the results of
the multiple regression and logistic regression analyses were set at .05, the most widely
used as the decision level in the social sciences (Hair et al., 2006).
The actual developmental scale scores of the 10th grade students were used as the
dependent variable in the multiple regression model. Recoding of the variables was
required to transform the variables into categorical (dummy) variables for the logistic
regression analysis. The participation in READ 180, minority status, low SES, and ESE
predictor variables were re-coded with the “dummy” variable of 1 to indicate
classification into each category, and re-coded with a 0 when not included in the
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category. For the logistic regression model dependent variable, if the 78 points gain for
the year was obtained by a student on the reading portion of the FCAT, this was coded as
a “dummy” variable of 1, less than 78 points gain were coded as a 0.
The target variable for the logistic regression model was the minimum yearly gain
of 78 points on the FCAT for 10th grade students. The purposes of the analyses were to
identify the impact of READ 180 while also accounting for the impact of other known
predictors. Overall, 100 of the students who participated in READ 180, approximately
33%, and 624 (32%) of the students who did not participate in READ 180 achieved the
minimum yearly growth.
Research Questions
Two research questions guided the analyses of the impact of the READ 180
intervention on adolescent struggling readers who scored at Level 2 on the FCAT in ninth
grade and were therefore not considered fluent in reading, specifically.

RQ1 (The relationship question): To what extent can students’ FCAT reading
developmental scale scores be predicted by participation in READ 180, minority
status, SES, and disability status?

RQ2 (The probability question): What is the probability that a student will be
successful, as depicted by at least minimum growth on the FCAT DSS reading
scores, when participation in READ 180, minority status, SES, and disability
status are used as predictors?
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Distribution of Student Gains
Numbers of participants having gains and no gains are reflected in Table 4 for each
of the two groups identified by the school grade. In the schools with the grade of A, B,
and C, students identified as females and White most frequently achieved gains, but
males and non-Whites achieved the most number of gains in the D and F schools, where
there is a higher percentage of Level 2 students identified as minority status. Students
from families with average and above SES and students without disabilities most
frequently achieved gains at all of the schools.
As might be expected, three of the nine schools rated with the highest grade of A,
B, or C achieved the best results. In the upper group of nine schools there were a total of
961 Level 2 students, and 50% or more of these students in each school achieved the
minimum yearly growth. The eleven schools awarded the lowest grades of D or F had a
total of 1,290 Level 2 students, and only five of these schools had 25% or more of the
students who attained the gain. Six schools in the lower group had a high percentage of
minority students than White students, and the majority of students in these schools came
from lower SES families. Surprisingly, the only school rated with an F actually had 76
Level 2 students who participated in the READ 180 program, and 19 (25%) of these
students achieved the minimum yearly growth.
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Table 4
Distribution of Level 2 students by school grade in 2010
A, B, C grade
Variables
Totals

Gain < 78 %

D and F grade

Gain ≥ 78 %

Gain < 78 %

_ _ _
Gain ≥ 78 %

555

57.6

406

42.2

972

75.3

318

24.7

Male

285

51.3

177

43.6

469

48.3

166

52.2

Female

270

49.7

229

56.4

503

51.7

152

47.8

Minority

299

53.9

178

43.8

776

79.8

216

67.9

White

256

46.1

228

56.2

196

20.2

102

32.1

Gender

Ethnicity

Socio-economic status
Non-low

374

67.4

309

76.1

479

49.3

179

56.3

Low

181

32.6

97

23.9

493

50.7

139

43.7

Exceptional education
ESE

58

10.5

21

5.2

83

8.5

10

3.1

Regular

497

89.5

385

94.8

889

91.5

308

96.9

318

_

Totals

555

406

972

Note: n = 2,251. There were 2,251 students who subsequently completed the 10th grade FCAT
the year after being identified as Level 2 on the ninth grade FCAT.
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Frequencies and percentages of the CAR-D and READ 180 students who attained
the minimum yearly gain are shown in Table 5, including total gains. The overall
percentages of the total Level 2 students’ gains are delineated in the other subgroups. As
noted in Table 5, a higher percentage of the total Level 2 females achieved the gains over
the males. The percentage of Level 2 students with gains identified with minority status
was significantly lower than White students who attained the gain. Only about 32% of
the total Level 2 students from low SES families achieved the minimum yearly growth,
while more than 67% of the total Level 2 students from non-low SES families achieved
the gain.
As presented in Table 5, the largest percentages of gains were noted in the nine A,
B, and C schools, with over 50% of these Level 2 students achieving the gain. Two of the
A schools achieved the highest percentages of gains. These schools had more than one
accelerated learning program and were considered “magnet” schools for high achieving
students. In the D and F schools, less than 50% of all of the Level 2 students achieved the
minimum yearly growth.
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Table 5
Distribution of Level 2 student minimum yearly gains on FCAT in 2010
CAR-D
Variables
Yearly gain

Total

Percent

READ 180

Total gains

Total Percent

Total Percent

624

86.2

100 13.8

724 100.0

A, B, C

342

47.2

64

D or F

282

39.0

36 36.0

318

43.7

Male

297

47.5

46 46.0

343

47.4

Female

327

52.5

54 54.0

381

52.6

Minority

325

52.0

31

31.0

396

54.7

White

299

48.0

69

69.0

328

45.3

School grade
64.0

406 56.3

Gender

Ethnicity

Socio-economic status
Non-low

420 58.0

68 68.0

488

67.4

Low

204 42.0

32 32.0

236

32.6

31

2.5

Exceptional education
ESE

28

3.9

3

3.0

Regular

596

96.1

97 97.0

693 97.5

Yearly gain

624

32.0

100 33.0

724 100.0

Note: n = 724. There were 724 students who gained the minimum yearly growth on the
10th grade FCAT in 2010.
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Analysis using Multiple Regression
In order to answer the first research question, multiple regression was employed to
determine the relationship between the FCAT reading developmental scale scores and the
predictor variable set of participation in READ 180, minority status, SES, and disability
status. The 10th grade students’ FCAT developmental scale score (DSS) was used in the
multiple regression model as the criterion variable. The predictor variables were the
participation in READ 180, minority, SES, and disability status. The overall model fit, or
the ability to predict the students’ gain is identified with the value of R, R-squared and the
adjusted R-squared. The model summary represents the multiple regression output for R,
R-squared, and adjusted R-squared, which indicates how much of the variance is
explained by the predictor variables. As seen in the model summary (see Table 6), the Rsquared indicates that approximately 7% of the variance in students’ developmental scale
scores is explained by the predictor variables, indicating a small statistical effect.
Table 6
Model summary
Adjusted
Model
1

R
.260

R Square
.066

R Square
.064

Std. Error of
the Estimate
182.87

Note: Dependent variable was FCAT DSS. Predictor variables were participation in READ 180, minority
status, SES, and disability status.
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The correlation matrix (see Table 7) shows the correlations between all of the
variables. The correlation values indicate the degree to which the predictors are
correlated and the possibility of multi-collinearity. All of the variables have a correlation
factor less than .27, indicating each predictor is independent with no appreciable
collinearity.

Table 7
Correlations

Pearson
Correlation

GR10
RD180
MIN
SES
ESE

GR10
1.00

RD180
-.04
1.00

MIN
-.19
.09
1.00

SES
-.14
.02
.27
1.00

ESE
-.13
-.01
-.09
.01
1.00

Note: GR10 is the actual reading developmental scale score of the FCAT for the Level 2 students in grade
10. RD180 is the participants in the RD180 program. MIN is students other than White. SES is students
from families with low SES. ESE is students with disabilities.
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The analysis of variance, as seen in Table 8, indicated the model with predictors
was significantly better at predicting the outcome variable than a null model (p < .001).
The F-ratio indicates the improvement of prediction, relative to the null model (F 4,719
= 39.52).
Table 8
ANOVA Sum of Squares
Model
1

Regression
Residual
Total

Sum of
Squares
5286389.15
75107451.95
80393841.10

Df
4
2246
2250

Mean
Square
1321597.29
33440.54

F

Sig.

39.52

.000a

Note: The dependent variable GR10 is the actual reading developmental scale score of the FCAT for the
Level 2 students in grade 10. The criterion variables were the participants in the RD180 program; MIN:
students other than White; SES: students from families with low SES; ESE: students with disabilities.
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The standardized regression coefficients (Beta) in the multiple regression model
(see Table 9) indicated that the predictor variables minority status, SES, and ESE were
statistically significant. The Beta values for READ 180, minority status, SES, and ESE
predictors were negative indicating a negative relationship. READ 180 was not
statistically significant. A negative relationship indicates that when the predictor variable
decreases, the dependent variable increases. The magnitude of the t-statistic indicates the
relative weight of the minority status, ESE, and low SES in the predictive equation
estimating the FCAT developmental scale scores. Therefore, as minority status, low SES,
and ESE numbers decrease (i.e., change from a value of 1 to a value of 0) FCAT
developmental scale scores increase.

Table 9
Standardized coefficients
Variable

Beta

t

Significance

READ 180

-.02

-.98

.327

MIN

-.18

-8.25

.001 **

SES

-.09

-4.31

.001 **

ESE

-.15

-7.11

.001 **

*p < .05 **p < .01
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Analysis Using Logistic Regression
Logistic regression was used to answer the second research question: what is the
probability that a student will be successful, as depicted by at least minimum growth on
the FCAT reading developmental scale scores, when participation in READ 180,
minority status, SES, and disability status are used as predictors. The logistic regression
model was used to determine the impact of READ 180 on the success of the students’
reading achievement, as assessed by the FCAT reading developmental scale scores. The
dependent variable for the logistic regression model was the success or failure to gain the
minimum yearly growth as assessed by the DSS of the FCAT. The predictor variables
were: READ 180 participation, minority status, SES, and disability status (ESE).
The logistic regression model and the classification of the success or minimum
yearly gain by the predictors are indicated by the classification table and the goodness-offit statistics (Peng, Lee, & Ingersoll, 2002). The overall statistical significance test used
in SPSS is the model chi-square.
The omnibus tests of model coefficients with all of the predictors indicated an
improvement over the constant-only model, and provided information about the predictor
variables and their contribution to the model (chi square = 91.003; p < .001; df = 4). The
null hypothesis states that it is a good fitting model, and the alternate hypothesis states
that it is not a good fitting model. The contingency table reports a chi-square as the
Hosmer-Lemeshow test which explains the match between observed and estimated
frequencies. The inferential goodness-of-fit Hosmer-Lemeshow test (see Table 10) was
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not statistically significant indicating there is a difference between the constant-only
model and the model with the predictors. The model with all of the predictors is
acceptable as a good fitting model; therefore, the null hypothesis that the observed and
expected models are equal is not rejected.
Table 10
Hosmer and Lemeshow Test
Model
1

Chi-square
1.12

Df
5

Significance
.95

The -2 Log likelihood index explains the difference between the proposed model
and the null model. Included in the model summary are the Cox and Snell R-square and
Nagelkerke R-square (attempts to imitate the R-square in linear regression) descriptive
measures, which explained the model fit. Both of these yield a measure less than 1.0,
with the maximum being as close to 1.0 as possible, but never reaching it. The closer the
estimator to 1.0, the better the strength of the model fit. The likelihood value is extremely
large (2737.6); the Cox & Snell R Square (.04) and Nagelkerke R Square (.05) are
extremely small, indicating a poor fit, with effect sizes of 4% and 5% respectively.
Table 11
Model summary

Model
1

-2 Log
Cox & Snell
likelihood R Square
2737.61
.039

Nagelkerke
R square
.055
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Figure 2. Classification Plot
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The classification plot is useful for detecting outliers. The observed groups and
probabilities provided a visual representation of predictive accuracy. As seen in Figure 2,
the predictions are clustered around the .5 probability level, indicating very little
variance.
The analyses of effects of each of the predictors in the equation using a Wald
statistic and the Exp (β) are provided in Table 12. The statistical significance of the
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strength of each predictor and its effect on the minimum yearly gain is calculated and
reported by the Chi-square statistic (Wald). The Wald statistic is set at p < .05 and
provides the assurance that each predictor in the equation makes a statistically significant
contribution. The β values are logistic coefficients that measure the contribution of the
predictor and the variations in the success (minimum yearly gain), or how the predictor
influences the odds ratio (OR).

Table 12
Variables in the equation
β
ESE
.954
SES
.327
.650
MIN
READ 180 -.131
*p < .05 **p < .01

Wald
21.17
10.90
43.62
.95

Significance
.001**
.001**
.001**
.333

Exp (β)
2.60
1.39
1.92
.88

The OR (Exp β) indicates how likely success is predicted by a specific predictor.
The null hypothesis would state that the predictor has no influence on the success and the
OR would be equal to 1.0. When the value exceeds 1.0 the odds of the minimum yearly
gain occurring increase, a value less than 1.0 indicates that predictor decreases the odds
of the success occurring. The OR is a measure of the effect size of the predictor.
According to the OR in Table 10, students with no disabilities are 2.6 times more likely,
students without minority status are 1.9 times more likely, and students from families
with non-low SES are 1.4 times more likely to belong to the minimum yearly gain group,
than the non-gain group.
94

The logistic regression coefficients identified with the Wald chi-square statistic
indicated that minority status, SES, and ESE variables were all statistically significant
predictors in the model. The Exp (β) for the READ 180 predictor was less than 1.0 and
not statistically significant. The Exp (β) indicated that READ 180 was less likely to
contribute to a student’s yearly gain of 78 points in reading. The Exp (β) for minority
status, low SES, and ESE were positive and above 1.0 indicating the strength of each
predictor on the probability of predicting which students would attain the yearly gain.
The minority status, low SES, and students with disabilities were statistically significant
contributors to the prediction of minimum yearly gain. Students who were identified as
White, from families of non-low SES, and students without a disability were more likely
to achieve the minimum yearly gain. The impact of READ 180 was not statistically
significant and did not contribute to the prediction of minimum yearly gain.
The results of the multiple regression analysis answered the first research question:
to what extent can students’ FCAT reading developmental scale scores be predicted by
participation in READ 180, minority status, SES, and disability status. Only about 7% of
the variance in students’ developmental scale scores is explained by the predictor
variables. The results of the logistic regression analysis answered the second research
question: what is the probability that a student will be successful, as depicted by at least
minimum growth on the FCAT DSS reading scores, when participation in READ 180,
minority status, SES, and disability status are used as predictors. The results indicated
that minority status, low SES, and ESE were contributing predictors to whether a student
will attain the minimum yearly gain, whereas, participation in READ 180 was not.
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Conclusion
In this chapter the description of the data and the results of the analyses were
reported. The multiple regression model indicated a small effect size when all of the
predictors were used to determine the impact on the DSS of reading on the FCAT. The
logistic regression model indicated minority status, low SES, and ESE were more likely
to predict minimum yearly gain than READ 180. Neither of the analyses indicated an
appreciable relationship between READ 180 and the attainment of the minimum yearly
gain on the DSS of the reading portion of the FCAT. The next chapter will present a
thorough summary of the results, a comparison of the results to previous research,
conclusions, and recommendations for practice and research.
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Chapter Five – Discussion, Recommendations, and Conclusion
This chapter provides an overall explanation of the underpinnings for this present
study, the results, and the impact of READ 180 as an intervention to support adolescent
struggling readers. A summary of the problem, review of literature, methodology, and
results are included along with the discussion of the results, recommendations for
educators, and implications for further practice and research.
Statement of the Problem
One of the problems for adolescent struggling readers stems from the Florida
policy of requiring 10th grade students to show evidence of reading proficiency, assessed
by the Florida Comprehensive Assessment Test (FCAT), in order to attain a high school
diploma. The FCAT (FL-DOE, 2001) was created based on Florida’s Sunshine State
Standards (SSS) to assess students in compliance with the federal NCLB Act (2001). The
Florida Assessments for Instruction in Reading (FAIR) (Florida Center for Reading
Research, 2009) was created to assess students’ progress in specific areas of reading. For
adolescents, reading fluency and comprehension are assessed by completing maze
passages; phonics and vocabulary are assessed with word analysis tasks. Students who
score a Level 1 or 2 on the FCAT in reading are assessed with the FAIR. Level 2 students
who do not meet the satisfactory fluency score are placed into the remedial intervention
course, READ 180.
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According to previous research, many demographic variables are related to
adolescent struggling readers, such as minority status, from low SES families, and
learning disability (O’Connor & Fernandez, 2006). Previous studies have explored how
educators are implementing remedial instruction in reading for students who are not
making satisfactory academic progress (Berkeley, et al., 2009; L. Fuchs & D. Fuchs,
2007). The bulk of previous research concentrated on elementary school-aged students,
and, therefore, this present study focused on adolescent struggling readers. Educators
need to know which reading interventions would be most advantageous for improving
adolescent students’ reading comprehension and critical thinking skills.
With the reauthorization of the Individuals with Disabilities Education
Improvement Act (IDEA) of 2004, and the Response to Intervention (RTI) framework
(Florida RTI, 2009), the focus on interventions has expanded. The IDEA requires
identifying students who need interventions, and the RTI framework provides guidelines
for providing the interventions. The framework is intended to prevent students from
failing by identifying struggling students and providing research-based interventions
(Torgesen, 1998).
Each year, beginning in third grade, the FCAT is used in Florida to determine the
students who are below grade level in reading and need interventions. In Duval County
Public Schools (DCPS), READ 180 is used as the intervention for non-fluent adolescent
struggling readers. Other factors such as qualifications of teachers, school resources, race,
and SES should be taken into consideration when reviewing the achievement capabilities
of students (Lee & Wong, 2004). Students need early interventions in specific areas of
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reading difficulties in order to maintain satisfactory academic progress, or they are more
likely to drop-out (Hock et al., 2009).
The developmental scale scores (DSS) are reported for all students who take the
FCAT. For the reading portion of the FCAT, 10th grade students are expected to make a
minimum yearly gain of 78 points. This present study used the DSS of the FCAT to
assess the impact of READ 180 on the Level 2 disfluent readers. Level 2 students who
have not achieved the minimum yearly gains since third grade will not be able to achieve
a Level 3, which is required to obtain a high school diploma. Studies have indicated that
students who do not receive early intensive interventions in kindergarten and first grade,
nor make satisfactory gains by third grade, will not likely catch up to peers (Borg et al.,
2007; Flowers et al., 2001; Hock et al., 2009). Therefore, there is a need for interventions
that might accelerate the reading growth rate for adolescent struggling readers.
Review of the Methodology
The purpose of this present study was to assess the impact of READ 180 on
adolescent struggling students and the results of the FCAT DSS in reading used to
determine minimum yearly gain. The methodology for this research was chosen based on
the research questions. The retrospective research design using multiple regression and
logistic regression models is consistent with the purpose. The multiple regression analysis
explains the strength of the relationship of each independent variable on the dependent
variable, and the logistic regression model was used to investigate the impact of READ
180 on adolescent struggling readers’ achievement as assessed by the FCAT.
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The sample for this study was selected from among the 10th grade high school
students in Duval County Public Schools (DCPS) in Jacksonville, Florida. DCPS is the
fifth largest school district in Florida with more than 123,000 students (DCPS, 2009).
There were 20 comprehensive high schools where the READ 180 instructional program
was being implemented. DCPS (2011) has a large percent of minority students (about
50%), as well as a large percent of students from low SES families. Data were provided
from the archival data of students who gained a Level 2 on the FCAT in ninth grade in
2009 and subsequently completed the FCAT in 10th grade in 2010. The ninth grade
students were administered a reading fluency test and in 10th grade were placed into the
READ 180 program if not fluent.
The READ 180 program was designed to strengthen reading comprehension and
critical thinking skills, two of the subtest areas assessed by the FCAT. Previous research
provided by Biancarosa and Snow (2006) with specifics in strategic reading instruction
were used as a basis for the creation of the READ 180 program. Adolescent learning
needs and interests were taken into consideration. The benefits of the READ 180 program
should exceed the loss of time students might have spent in other possible elective
courses. DCPS places students into a double-block of an average of 90 minutes per day
for READ 180. The READ 180 intervention course restricts students from taking other
elective courses.
There were 303 students, out of 2,251 Level 2 students, who participated in READ
180 in 10th grade in 2010. These students were expected to participate in the small and
whole group discussions, individualized computer-assisted-instruction, and independent
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reading components. Students were required to practice reading books on their
independent reading level and complete quizzes to assess their comprehension. This
present study is assuming that the students put forth their best efforts in the READ 180
program and on the FCAT.
Summary of the Results
Descriptive statistics were used to provide information about the data. The variables
table in Chapter four (see Table 3) depicts the distribution of the students’ characteristics.
The percent of minority students included in the analyses were 65%, students from
families with low SES were 40%, students who participated in READ 180 were 13.5%,
and only 7.7% of all Level 2 students were students with disabilities (ESE). Overall, only
32% of the Level 2 students who participated in the content-area-reading-development
(CAR-D) course achieved the minimum yearly expected gain or more. Within the READ
180 group, 33% achieved the minimum yearly gain, essentially equivalent to the outcome
for the CAR-D group. The results from the logistic regression model indicated the READ
180 program is not a statistically significant predictor of whether students make adequate
gain on the FCAT.
There were 100 READ 180 students who gained the minimum of 78 points or more,
out of 303 participants in the program (33%). One of the high schools with a high
percentage of minority students and students from low SES families, and is not a collegeprep magnet, had 85 students who participated in READ 180 and 18 (21.2%) of those
students achieved the minimum yearly gain of 78 points, or more. Two schools with the
largest percentage of students who achieved the minimum yearly gain were college-prep
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magnet schools. These schools had 49 and 34 participants, with 30 (60%) and 22 (66%)
of those students who achieved the minimum gain.
The statistical significance level of p < .05 was used for the multiple and logistic
regression models. The multiple regression model revealed the relationship among the
variables. The R-squared indicated that approximately 7% of the variance in the students’
DSS is explained by the independent variables of minority status, SES, ESE, and
participation in READ 180. The standardized regression coefficients (Beta) indicated
that the predictor variables minority status, SES, and ESE were statistically significant.
The Beta values for READ 180, minority status, SES, and ESE predictors were negative
indicating a negative relationship. READ 180 was not statistically significant. A negative
relationship indicates that when the predictor variable decreases, the dependent variable
increases.
Similar results were gained from the logistic regression model. There are three
statistical tests that yield numerical values for evaluating the logistic regression model,
which includes the likelihood ratio, score, and Wald tests. The likelihood ratio (-2LL)
was quite large indicating a poor model fit. However, the inferential goodness-of-fit
Hosmer-Lemeshow test indicated that the model with all of the predictors was acceptable
as a good fitting model, better than the constant-only model. The score test can be used to
make decisions to eliminate predictors that are not statistically significant. The score test
was statistically significant for Minority, SES, and ESE indicating that these three
variables added to the predictive power in the equation. Even though the READ 180
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predictor was not statistically significant, indicating no predictive power, it was not
eliminated.
Within the logistic regression model, the regression coefficients are identified with
the Wald chi-square statistic. The validation of the odds ratios indicated that any increase
in the log odds of READ 180 would decrease the odds of being classified in the
dependent variable (gain) group. The logistic regression model also indicated students
who are identified as White, from families of non-low SES, and students without a
disability are more likely to achieve the minimum yearly gain.
Conclusions from the Study
Florida requires all students complete the FCAT beginning in third grade to assess
reading and math proficiencies. The RTI model requires interventions for students who
perform below grade level in reading and math. DCPS uses the results from the FCAT to
make decisions about students and their need for interventions. Florida school regulations
require students who are working below grade level to receive a double-block of
instruction (90 minutes, daily). At the high schools in DCPS, READ 180 is used as the
intervention for students who score at Level 2 on the FCAT and are considered nonfluent in reading. Level 2 students who are considered fluent are taught reading strategies
in a content-area-reading development (CAR-D) course.
Students working below grade level need programs created specifically for
addressing these problems. READ 180 was created to strengthen reading comprehension
skills for adolescent struggling readers. The components used in the creation of the
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program were research-based. The resources needed to implement the program, such as
trained teachers, books for all reading levels, and computers for the assisted instruction,
can be expensive for the initial start-up. Therefore, the results from the implementation of
the program need to show evidence of strengthening students’ reading comprehension
weaknesses. Within the READ 180 program, there are periodic assessments of an
individual’s progress throughout the year. For the school, the FCAT, which measures
reading comprehension and critical thinking skills, is used as the assessment of reading
progress for an entire year.
From this study of READ 180, using the FCAT results as the assessment measure,
there is evidence of positive improvement for 33% of the participants, which is
equivalent to the improvement of the 32% of Level 2 students who participated in the
CAR-D course, based on the yearly expected gain. There is no conclusive evidence that
the READ 180 program is the cause of the improvement and that without the program
fewer students would be considered successful. Evidence suggests that students who
participated in the READ 180 program were no more successful in attaining the
minimum yearly gain on the FCAT as students who did not participate.
There is not sufficient evidence for promoting the READ 180 program and support
for using the double-block scheduling. Students who are not fluent in reading and
assigned to the double-block of reading instruction in READ 180 are limited in electives.
These students are missing opportunities for expanding their education and social
interactions with fluent readers in elective courses. Students who are not fluent in reading
may benefit equally from participating in the CAR-D courses, where reading strategies
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are incorporated into the instruction. This present study is limited in the ability to
confidently promote one program over another.
Limitations
The limitations of this present study are from using only one school district, only
one grade level, and only one year of implementation. The present study was not created
with an experimental or quasi-experimental design, which might provide a better model
in future research. Comparisons of multiple school districts, multiple grade levels, and
longitudinal studies would provide a better analysis of the READ 180 program. Also, the
fidelity of implementation and students’ participation were not examined in this present
study.
This data set could have confounding variables that are not evident. Some of the
students may have excessive absences, which is not revealed in the data. Some of the
students may have not put forth their best effort in ninth grade and were more highly
motivated to excel in 10th grade. This type of student could appear fluent in reading and
skew the data to support the content area reading development course. Also, within a
READ 180 classroom, the student may not complete the coursework, and the data would
not be able to reflect non-participation. Also, some of the Level 2 students have
participated in READ 180 for more than one year, while for some students this was the
only year.
An added limitation is the use of a single dependent variable. The Florida
Assessment for Instruction in Reading (FAIR) assessment data and the Scholastic
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Reading Inventory (SRI) of the READ 180 program could have been used as dependent
variables. Sometimes, it is best to have an internal, as well as an external evaluation
completed to increase the validity and to make better informed decisions. Then decisions
can be made to continue, modify, or terminate the program.
Additionally, the study included no measures of whether the teachers’ instruction
and students’ effort in the classroom were acceptable. To alleviate this limitation, strict
adherence to the implementation of the READ 180 program and a means for monitoring
the fidelity of instruction would be essential. For students’ effort, closer attention to the
outcomes of the frequent progress monitoring would alert teachers to decreases in
students’ output of completing assignments and tests and suggest needed assistance.
Relationship to Previous Research
Duval County Public Schools (DCPS) includes a large population of minority
students and students from low SES families. Previous research studies indicated fewer
educational opportunities and experiences are available for these students; consequently,
the students experience limited success and academic challenges (Wasonga et al., 2003).
The RTI model is designed to enable students who are falling behind grade level
expectations to receive research-based interventions intended to increase academic
success.
Predictor variables were chosen based on previous research. Studies completed
with minority students indicated many would experience academic difficulties and be left
behind due to a lack of resources (Altshuler & Schmautz, 2006; Borg et al., 2007; Ikpa,
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2003; O’Connor & Fernandez, 2006; Wasonga et al., 2003). Students from low SES
families are more likely to experience behavior problems, have low GPA, and drop out of
school (Borg, et al., 2007; O’Connor & Fernandez, 2006; Suh et al., 2007; Wasonga et
al., 2003). Students with disabilities are less likely to be successful and respond to
interventions (Denton et al., 2006; Menzies et al., 2008; National Joint Committee on
Learning Disabilities, 2008; Torppa et al., 2007). The participation in READ 180 can
influence positive achievement results for adolescent struggling readers (WWC, 2009).
The results of this present study are consistent with the research about students
who are identified as minority, from low SES families, and ESE who are already
achieving below grade level standards and are considered at-risk. This study
corroborates the limited ability of students who are already considered at-risk to achieve
academic success at the secondary level. Students with low oral reading fluency skills at
the beginning of the intervention demonstrated the least progress (Vaughn et al., 2009).
Mayers (2006) stated that high SES has a strong correlation with students’ success on
standardized tests.
Previous studies completed to assess the impact of READ 180 on adolescent
struggling readers were analyzed and the What Works Clearinghouse (WWC), accepted
seven studies that met the ”evidence standards with reservations” criteria (WWC, 2009,
p.1). All of the studies reported positive results for students participating in READ 180,
but not all reported statistically significant findings (WWC, 2009). The Johns Hopkins
University’s Center for Data-Driven Reform in Education also analyzed READ 180
studies and identified an additional four studies that were considered of high quality
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(Slaven et al., 2008). Only two of the studies were completed with high school students
and indicated statistically significant results for students with moderate risk (Lang et al.,
2008; White et al., 2006). This present study indicated more gains for White students
who are not students with disabilities. The Mims et al. (2006) and Woods (2007) studies
both report no statistically significant gains with samples that were mostly African
American.
Recommendations for Educators
Strategies for improving reading instruction in the secondary classroom have been
thoroughly researched and described as the 15 “elements of effective adolescent literacy
programs” (Biancarosa & Snow, 2006, p. 9) in Reading Next. The READ 180 program
was created with these 15 elements as the foundation. The direct and explicit instruction,
frequent progress monitoring, individualized computer-assisted instruction, extended
block of reading instruction, independent reading texts matched to ability levels, and
whole-group teacher-led discussions should increase reading comprehension and critical
thinking skills. With and without a specific reading program, educators can incorporate
these elements into classroom instruction to improve adolescent struggling readers’
academic success.
The diversity of reading needs requires a diversity of reading interventions. Slavin
et al. (2008) concluded that a mixed-methods approach, used in the READ 180 program,
with large and small group discussions and computer-assisted instruction, is very
effective. Interventions in reading need to build students’ confidence so they are inspired
to read more often as their reading skills improve. Teachers are a catalyst for engaging
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adolescent struggling readers, making instruction useful and relevant, and providing
opportunities for cooperative and independent practice. Teachers must use a variety of
instructional methods in order to meet the needs of all students.
The No Child Left Behind Act (2001) requires teachers to be highly-qualified,
which means they must have certification in the subject area they teach. Teachers need
access to professional development opportunities to review interventions and enhance
classroom instruction. This is especially true for teachers of struggling adolescent
readers. Hock et al. (2009) stated specific concentration for adolescent struggling readers
may require instruction in all of the reading components in order for students to meet
grade level standards and achievement levels on state assessments, and gain a regular
high school diploma. The READ 180 program provides explicit instruction for
strengthening reading comprehension. However, more powerful interventions focused on
strengthening each specific area of reading, whether it is phonics, fluency, vocabulary, or
reading comprehension may be needed.
There is also a need to evaluate the effectiveness of reading intervention programs.
No one program will meet the needs of all students. Educators must focus on the costeffectiveness, quality, and advantage of the program over the use of another program or
another approach. When considering the use of a particular intervention or program, the
teachers who implement the program must be included in the initial planning stages.
Then, feedback from the implementation and outcomes should be assessed regularly to
determine the program’s effectiveness. Frequent progress monitoring during the
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implementation and a final assessment would provide adequate information for decisionmaking. When an intervention or program is not effective, it should be discontinued.
Those who make the decisions about policies for improving outcomes for
struggling readers, especially at the secondary level, must evaluate the advantages and
disadvantages for students. Struggling adolescent readers need specific interventions for
improving their comprehension skills. When there is not enough evidence to support a
specific program, the program should be replaced with another effective research-based
program. Another option for Florida, with the requirement of the double-block of reading
instruction for FCAT Level 1 and 2 students, would be to implement two different
reading intervention programs. Instead of the students participating in READ 180 for
both periods of the reading block, the students could participate in READ 180 one day
and another reading intervention program another day. After evaluating DCPS reading
resources and student achievement, an independent consulting firm recommended that
DCPS increase alignment of reading intervention instruction across the curriculum,
fidelity of implementation across the district, expand the available intervention choices,
and decrease the time students are scheduled for specific intervention courses (Education
Resource Strategies, 2011).
Other considerations for choosing a reading intervention program might focus on
effective teaching practices and learning theories. Cognitive learning theory promotes the
use of repeated rehearsal in order to develop long-term memory storage. Repetition in
reading passages helps to develop fluency. Smaller groups can provide students with
more social interaction and discussion of ideas. Students have an instinctive need for
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social interactions in their lives. Teachers can use these discussions to determine areas of
need for verbal explanations that will expand students’ reading comprehension and
critical thinking skills. Teachers can model how to think through the reading and
discussion of challenging reading passages to improve students’ critical thinking skills.
As students become more proficient in reading comprehension, their motivation for
learning also improves. Motivational theory suggests that students are motivated to fulfill
their potential when they expect to succeed and value success on the task. Therefore,
when students are adequately prepared for the FCAT and have well developed reading
comprehension and critical thinking skills, they will be motivated to put forth their best
effort.
In alignment with previous research about early interventions for students struggling
to learn to read, districts must provide extra support for strengthening reading weaknesses
before leaving elementary school. Early intensive interventions are beneficial for
students’ reading development (Vaughn et al., 2009), no matter what was determined as
the initial reading difficulty. There is a need for reading interventions that can accelerate
reading growth in the early years, not just sustain grade level standards. Students have
been successful in learning to read after receiving early intensive interventions in
kindergarten and first grade (Simmons et al., 2008; Vaughn et al., 2009). Secondary
students in the middle grades need continued reading strategies instruction to ensure no
declines in reading proficiency as they progress toward high school graduation. Studies
of students who were identified as poor readers in third grade and followed through 12th
grade indicate a need for students with reading difficulties to be identified as early as
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possible and receive early interventions in order to be successful later (Flowers, et al.,
2001).
Implications for Further Research
Further research for assessing the impact of reading interventions on adolescent
struggling readers should continue to incorporate as many previously known strategies as
possible. In future research studies of adolescent struggling readers, the outcome variable
might focus on multiple years of implementing interventions. The limitation of a single
criterion variable in this present study could be improved with the use of multiple
criterion variables including the internal assessments created specifically for frequently
monitoring the students’ progress and response to the intervention throughout the year
and an external assessment, such as the FCAT for monitoring progress for a full year.
Qualitative research combined with quantitative research would provide an even broader
analysis of an intervention program implementation evaluation.
Qualitative research should be used to explore the perceptions of teachers and
students and provide feedback for improving the implementation of interventions.
Multiple interviews and questionnaires would provide positive and negative concerns
about the implementation of interventions. Using numerous informants generally
provides a variety of perspectives and reduces the limitations of selective memory of
specific events, and exaggerations. Students with reading difficulties at the secondary
level are able to analyze and suggest what works best for them.
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Additional ideas for future research should focus on students who are at-risk for
dropping out and have a history of reading difficulties. These students may or may not
have had interventions in their elementary and middle school years. Longitudinal studies
would be helpful for identifying specific reading deficiencies and exploring interventions
that are proven to be successful. There are enough research studies that support early
identification and intervention in kindergarten and first grade. Then, there are the
research studies that have identified struggling readers later in fourth grade because the
student is no longer able to use sight word skills and the revelation of poor phonics
development is evident (Badian, 2001; Catts et al., 2002). Because phonemic awareness
and phonics are the foundation for becoming a fluent reader, future research should focus
on specific strategies needed to strengthen these students’ reading development.
This present study analyzed the use of an intervention for adolescent struggling
readers. More research might confirm whether the best intervention is strategies that are
specific to the individual needs of the learner or broader for the use within a large, regular
classroom setting. Research supports explicit reading instruction to improve adolescents’
reading comprehension and achievement equivalent to their peers (Manset-Williamson &
Nelson, 2005). Optimum learning and remediation would require individualized
instruction for more than 60 minutes at a time (Hong & Hong, 2009; Horner & Shwery,
2002). Therefore, additional research with the use of computers for individualized
instruction would be helpful, especially because many adolescents enjoy computerassisted-instruction (Christmann et al., 1997; Clark, 2006).
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Future research does not need to be limited to classroom practices but can be
expanded to include leadership from all levels of education. At the district level, within
DCPS, the extended reading blocks for adolescent struggling readers is used and
supported by research (Biancarosa & Snow, 2006; Taylor, 2008). At the individual
school level, principals make decisions about the instructional practices for their schools.
Principals make the decisions about professional development for their teachers and
about the evaluation process of their students. There are many benchmark assessments,
but a good research question might be to determine which assessments provide the most
comprehensive and accurate information. Principals can empower teachers to become
leaders by providing opportunities for leadership and decision-making (Taylor, 2008).
Therefore, further research should be completed about principals and their role in
enabling teachers of adolescent struggling readers to incorporate strategies and
interventions that promote achievement.
According to the RTI criteria, teachers must be highly-qualified, having attained a
certificate in the subject area in which they teach. Another area of research should focus
on teachers’ ability to teach reading if their expertise is not in reading. The CAR-D
program in DCPS is usually taught in a social studies course. This present study would
suggest that Level 2 students who received reading strategies through the CAR-D course
were as successful at attaining the minimum yearly gain as those students who were
given specific reading strategy instruction in READ 180.
There is a need for on-going research for the RTI framework and how it is being
implemented at elementary, middle, and high schools. The difference for the high schools
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is that students have already been identified with academic deficits. High school students
are being remediated in larger groups than elementary students. If students are still
struggling academically in high schools, these students may need a smaller group with a
more focused intervention for their specific need. A question for future research should
be to determine the most effective group size for an adolescent struggling reader with a
specific reading difficulty, whether it is phonics, fluency, or vocabulary.
Conclusion
The review of literature, data analyses, and results of this study of the impact of
READ 180 on the achievement of adolescent struggling readers adds insight for
educators who are seeking the most advantageous instructional practices to fulfill the
requirements as stipulated from federal, state, and local directives. The review of
literature focused on early interventions, strategies for adolescent struggling readers, and
specifically the READ 180 program. The data analyses supported previous research
results of students who are identified as White, from non-low SES families, and without a
disability as having more academic success. The results indicated the regular classroom
with reading strategies instruction was just as effective for promoting reading
achievement as the separate classroom with specific reading instruction in a doubleblock. Therefore, there is not enough support for requiring students who achieve a Level
2 on the FCAT and are not considered fluent in reading to forego participation in other
electives and the required double-block of intensive reading instruction.
The goals and objectives of NCLB are obvious to those who have a commitment
to education. Educators want all students to be prepared to actively participate in
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community affairs. Educators want all students to have enthusiasm for learning for a
lifetime by engaging all students in active participation in classroom activities. Educators
want to close the achievement gap and develop higher achievement for all students. This
can be accomplished by providing the needed resources for teachers to do their job
adequately. The family and community need to support the education of all students.
Accountability in educational reform as it is defined in the NCLB plan stems from
a business perspective. Numerous articles have been written to help explain what NCLB
is trying to accomplish, how the plan will work, who the key players are, and when and
where the accountability factors will be implemented. Parents are given the
accountability data (FCAT scores in Florida) as ammunition to support decisions to
choose the better schools for their child’s educational needs. This is to assure parents that
the accountability plan of NCLB will ensure that their child will get the best possible
education.
This present study was initiated to evaluate policies and programs intended to
promote educational practices for adolescent struggling readers. There has been an ongoing need to strengthen educational practices and achievement outcomes for
disadvantaged and minority students. Many tried and tested approaches for building the
capacity of academic achievement for disadvantaged and minority students have been
implemented over the past 25 years. Now is the time for new ideas to be evaluated for
their effectiveness. This present study has discussed some educational practices for
developing, enhancing, enriching the education, and raising the reading achievement
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levels of adolescent struggling readers. Little research has been completed with
adolescents and much more is needed.
Potential solutions consist of building capacity for effective implementation of
interventions and increasing the funds for fulfilling the mandates of NCLB. This may
require more professional development opportunities for teachers and administrators so
they have the knowledge and skills to implement the changes. There is a need to educate
the family and community in order to gain support. Additional federal, state, and local
funds are needed for the schools with higher populations of disadvantaged and minority
students. There is a need for increased opportunities for students to learn and be exposed
to new experiences which would broaden their learning and help them become more
aware of their community. When decisions are being made to implement new policies, all
stakeholders should be a part of the planning process. In the case of education, there are
multiple levels of stakeholders who need to be a part of the planning and implementation
process.
Barriers to the implementation of new programs and policies should be
considered at the onset and can be avoided by providing structured collaboration with
teachers as part of the introduction process. Teachers need on-going professional

development and coaches who can provide assistance with the new program
implementation. Educators must have an understanding of needed resources and whether
there is flexibility in the structure of the implementation. For schools with higher
percentages of disadvantaged and minority students, there may be an underestimation of
the strength of the environment in affecting the intervention outcomes. For new
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programs, there may be limited research to assist in evaluation and implementation. Of
course, like all education initiatives, the start-up of new programs can be costly.
However, lack of education and its consequences can be more costly. Cost-effectiveness
measures might be limited because of the lack of previous research and data. The biggest
mistake in planning for implementing a new program is neglecting to identify how
evaluations will be used to make adjustments in future decisions.
The present study adds to the literature about adolescent struggling readers. The
majority of previous studies were completed with students in kindergarten through eighth
grade. The present study with adolescent struggling readers contributes to the information
needed for educators to make informed decisions for advancing the achievement growth
of adolescent struggling readers. Specifically, the present study provides information
about the success of READ 180 and demographic factors that might be mitigating
influences. The present study is an example of the kinds of impact analyses that should
be used to determine whether programs chosen to support struggling adolescent learners
are, in fact, accomplishing that goal.
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